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 This dissertation sought to understand how a video essayist can incorporate popular 
culture to engage in critical pedagogy about queer issues into their video essays. Currently, 
educational institutions fail queer youth socially and academically. One potential method for 
engaging about and with queer folx may be popular culture. This study showed that popular 
culture may be a particularly useful tool for engaging in critical pedagogy in public space.  
 This study sought to answer the research question, how can, if at all, a video essayist 
incorporate popular culture to engage in critical pedagogy about queer issues into their video 
essays? Critical theory, with an emphasis in counter-storytelling, was the theoretical framework 
used for data analysis. Case study was the methodological approach selected because of its 
exploratory nature. Content analysis was the method used to code and analyze the data. The 
themes to emerge were access, queerness as an asset perspective, the power of stories, and 
counter-storytelling. Analysis of the findings revealed how public pedagogues can apply popular 
culture to their pedagogy and how educators and researchers inside of educational institutions 
may be influenced by their educational institution.  
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 This chapter is an overview of the study about incorporating popular culture as a tool for 
engaging in critical pedagogy about queer issues through using video essays. Specifically, this 
chapter will review my personal connection to the topic, the societal problem that needs 
addressing, the purpose and research question of the study, and a brief review of the literature 
review, theoretical framework, methodology, a brief review of the findings, and a brief review of 
the discussion of the findings. Chapter 2 will review the relevant literature. Chapter 3 will be a 
review of the methodology implemented for the study. Chapter 4 will present the findings. 
Chapter 5 will be a discussion of those findings and their implication.  
Personal Connection 
 I did not know I was gay until I was seventeen and did not come out until I was twenty. 
While many factors were involved in this relatively late realization for my generation, one was 
certainly the lack of representation of gay people in the schools I attended. The message I 
received was that being gay was not welcome in society because they did not exist in any part of 
society I was taught about. I wanted to not be gay so badly that a deep self-hatred emerged 
within me that led to suicidal ideation. The schools I attended could have done more to prevent 
and help recover from these feelings, but they utterly failed me. I remember an early instance in 
a public school where I watched a feminine-presenting male student be called a faggot in class 
and that teacher nonchalantly told the student not to say that word. There was no follow-up of the 
underlining hatred for gay students. Time and time again, I was educated that gay people have 
little to no worth by the schools I attended. The schools could have shown positive depictions of 
gay people but made the choice not to.  
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 Having succeeded at not dying the years before I came out, I slowly began to find queer 
related content. The greatest source of this content was from YouTube. I would search for as 
many of the It Gets Better genre of videos as I could find. These videos were usually short and 
simple biographies that started with stories of their hardship as queer youth but would end with 
how their lives had drastically improved as they became older. At the time, I was not quite sure 
what I was doing. Today I understand that I was desperately looking for examples of living gay 
folx to teach me there is a possibility of living and being gay. These videos untaught me what 
educational institutions had taught me. That gay people exist. That gay people can exist and be 
happy. All the media I found was a form of public pedagogy that succeeded at teaching me far 
more important lessons than I had learned in any educational institution.  
 As a teacher, I have learned just how restricted teaching about queer issues in schools is. 
Despite being at a school with multiple gay teachers that were out to staff and a gay principal, I 
faced backlash for including history about queer people in the course content. These experiences 
have taught me about the limitation of working within educational institutions. I firmly believe 
that the best teaching I will do in the future will occur outside of an educational institution. This 
dissertation helped further my understanding of public pedagogy particularly in the context of 
YouTube videos that have been tremendously influential in my life.  
 My research into public pedagogy has challenged me to question how I approach 
education and public engagement in every aspect of my life, including this dissertation. As I 
write and rewrite, I am forced to confront the question, is this dissertation public pedagogy? 
Weighing the evidence, I see that dissertation defenses are open to the public. However, 
accessibility is more than being allowed into a space. These defenses are often held on large and 
confusing to navigate college campuses that either charge for parking or the free parking requires 
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a person to travel a greater distance. While no pedagogy is capable of reaching all audiences, the 
publicness of the dissertation should nonetheless be called into question.  
 One particular component of the dissertation that puts the publicness of the process into 
question is the language conventions. A considerable amount of academic writing is technical 
and unengaging. While technical writing can be necessary to communicate a precise meaning, it 
also results in some readers who lack expert knowledge of the field to fail at understanding the 
meaning. In addition, if a reader loses interest due to the formal language of the dissertation, the 
dissertation has failed to communicate effectively. Despite this, engagement tools, such as 
comedic jokes or images, are considered inappropriate for the formal language of the 
dissertation. For these reasons, I conclude that the dissertation is systematically designed to not 
be public pedagogy, however, can this one be? Unfortunately, I believe it would be a lie to 
answer yes. At the same time, I am also confident this dissertation can proceed towards public 
pedagogy. For these reasons, I have chosen to maintain less technical writing conventions 
throughout this dissertation while also acknowledging the process prevents a dissertation that 
could truly be a form of public pedagogy.  
Problem Statement and Background 
 Educational institutions routinely fail queer students socially and academically. The 2017 
GLSEN National School Climate Survey (Kosciw, et al., 2018) identifies how queer youth face a 
variety of harassment in schools. The survey findings show 59.5% (p. xviii) of queer students felt 
unsafe at school because of their sexual orientation, 44.6% because of their gender expression, 
and 35.0% because of their gender. Regarding school attendance, 34.8% (p. xviii) of queer 
students missed at least one day of school in the past month because they felt unsafe or 
uncomfortable and 10.5% missed four or more days in the past month. In an effort to safely 
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navigate school spaces, 4 in 10 students avoided gender-segregated spaces, such as bathrooms or 
locker rooms, in school because they felt unsafe or uncomfortable. For derogatory remarks, 
95.3% (p. xviii) of queer students heard homophobic remarks, like dyke or faggot, and 60.3% 
heard this type of language frequently or often. 28.9% of queer students were physically 
harassed, like being pushed or shoved, in the past year based on sexual orientation, 24.4% based 
on gender expression, and 22.8% based on gender.  
 In addition to harassment, schools fail to include queer topics into the curriculum 
(Kosciw, et al., 2018). While 19.8% (p. xxii) of queer youth were taught positive representation 
of queer people, 18.4% of youth were taught negative depictions of queer people. Only 6.7% (p. 
xxii) of student had sex education that was inclusive of queer folx. Queer students also faced 
problems accessing queer information through their school libraries. About half of students had 
queer information and content blocked on their school computer or internet.  
All these forms of harassment result in poor academic performance. The same report 
(Kosciw, et al., 2018) found that queer students who faced greater amounts of harassment had 
lower GPAs than students who faced less harassment at school. Students who faced greater 
amounts of harassment were less likely to attend post-secondary education than students who 
faced less harassment at school. These students were also more likely to consider dropping out of 
school than students who had faced less harassment. With the prevalence of anti-queerness in 
schools, alternative methods of educating about and to queer folx are necessary.  
Operational Definitions 
 The following are the definitions used for important terms throughout this dissertation. 
These operational definitions ensure future researchers can continue researching into similar 




Queer is an umbrella term for lesbian, gay, bisexual, transgender, and other identities 
associated with marginalized sexualities, genders, and gender expressions. Examples 
include pansexuality, asexuality, and gender non-conforming people.  
Folx 
Folx is a variation of the spelling for “folks.”  
Historically Marginalized Folx 
The phrase historically marginalized folx refers to groups of people that have historically 
not had access to the same resources and opportunities as members of groups who have 
historically had access to resources and opportunities. Examples include Black or gay 
folx, non-citizens, and/or non-English speakers, etc.  
Educational Institutions 
In this study, education institutions are intended to refer only to K-12 schools and 
universities. Museums, art galleries, and other community-located entities that may 
provide education are not included in this definition.  
Public Pedagogy 
Public pedagogy is various forms, processes, and sites of education and learning 
occurring outside of educational institutions (Sandlin, et al., 2011).  
Purpose of the Study 
The purpose of this qualitative case study was to analyze how a video essayist can 
incorporate popular culture as a tool for engaging in critical pedagogy about queer issues in their 
video essays. Knowing if these intersecting aspects of pedagogy can be applied to video essays 
will allow other pedagogues to adopt similar pedagogy for the purpose of reaching wider 
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audiences. Understanding how popular culture can be used for pedagogy in public space will 
result in more public pedagogues being able to utilize popular culture as an educational tool. 
Specifically, pedagogues that educate about queer issues will have another strategy for engaging 
the public through a medium and topic that is much less likely to be encountered in public 
schools. 
Brief Review of the Nature of the Study and the Research Question 
The research question for this study is, “How can, if at all, a video essayist incorporate 
popular culture to engage in critical pedagogy about queer issues into their video essays?” This 
question was chosen in order to collect data that reveals how pedagogy in public space can 
utilize educational strategies. Figure 1.1 below depicts the role of each of the four components of 
the research question. The figure shows what specific role each of the key words from the 
research question has in relation the pedagogy. Since this is a relatively unexplored area of 














The Relationship Between Key Terms in the Research Question 
 
Note. This image shows the role each component of the research question has in developing the 
research question. Collectively, they create the research question by addressing the goal, 
engagement tool, medium of delivery, and the topic being addressed by a pedagogue.  
 
 
Brief Review of the Theoretical Framework 
 The theoretical framework guiding this research is critical theory, specifically counter-
storytelling, and will be briefly reviewed here with further analysis in chapter 3. Critical theory 
holds that power should be the primary subject of analysis when interpreting the world (Baum, 
2015). Who has power, how power is obtained, how power is utilized, and how power dynamics 
are challenged are important subjects for the critical theorist. According to critical theory, the 
 
8 
interactions people have with each other and with systems can be explained through an analysis 
of power relations.  
 One framework for understanding or challenging power dynamics is counter-storytelling.  
Counter-storytelling emerged out of critical race theory as a method of analysis and explaining 
relationships of power (Ladson-Billings, 2013). The goal of a counter-story is to show how a 
law, policy, or system is having an impact that is commonly unnoticed by members of 
majoritarian groups. Counter-stories also challenge prevalent narratives about subordinate 
groups. As Adichie (2009) explained,  
“There is a word, an Igbo word, that I think about whenever I think about the power 
structures of the world, and it is ‘nkali.’ It's a noun that loosely translates to be greater 
than another.’ Like our economic and political worlds, stories too are defined by the 
principle of nkali: How they are told, who tells them, when they're told, how many stories 
are told, are really dependent on power.” (para. 28)  
Storytelling offers an engaging method for changing the lens through which a group of people or 
a social phenomenon is viewed. As a form of analysis, this allows for the collection and 
interpretation of data that might otherwise not be valued as an epistemological way of knowing.  
Brief Review of the Topic Literature Related to the Study 
 The three primary sections of literature are critical multicultural education, public 
pedagogy, and the intersection of the two, which is being coined critical multicultural public 
pedagogy. The subsection of critical multicultural education that is being focused on is critical 
pedagogy. Critical pedagogy is the process of teaching students to understand how power can 
manifest in their lives (Nieto & Bode, 2018). Many of the earliest critical pedagogues became 
known for their critiques of educational institutions (Freire, 2003; Illich, 1970; Woodson, 1990). 
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Despite this, today most of the critical pedagogy research is about critical pedagogy within the 
context of an educational institution. Additional research is needed about critical pedagogy 
outside of educational institutions.  
 Popular culture as pedagogy is the specific subset of research being focused on within 
public pedagogy. Popular culture as pedagogy can be described as popular culture itself being 
educative or used as a tool for educating. The research concerning popular culture as a tool for 
educating mostly occurs in the context of a school (Duncan-Andrade, 2004; Hannah & 
Wilkinson, 2016; Nickoli et al., 2003). Within this subfield, very little research has focused on a 
context outside of educational institutions. One exception at the intersection of popular culture 
and critical pedagogy is critical digital pedagogy. Storytelling is often featured within the critical 
digital pedagogy literature (Thomas & Stornaiuolo, 2016). These stories frequently use existing 
popular culture figures to retell stories that challenge story telling power dynamics. Video essays 
can be another form of critical digital pedagogy that use a similar form of storytelling to 
challenge dominant narratives about historically marginalized folx.  
 Critical multicultural public pedagogy is a predominantly unexplored area of research 
that seeks to apply multicultural education outside of education institutions. The literature review 
found only one article that explicitly sought to understand the intersection of critical 
multicultural education and public pedagogy (Shavad, 2016). The short number of articles that 
appeared to use aspects of both frameworks for educating (Cox, 2000; Pohan & Mathison, 2007), 
although not explicitly, indicates there is a need for addition research that uses both frameworks. 
For this reason, I am proposing critical multicultural public pedagogy as a new field of study and 
method of educating in public space.  
Brief Review of the Methodological Literature Related to the Study 
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 Given the rather unexplored area of study being researched, a qualitative case study was 
determined to be the best methodological framework. A qualitative case study was selected 
because of the exploratory nature of a case study (Yin, 2018). This was necessary for this 
unexplored area of research. Specifically, this case study was a single case study with embedded, 
multiple units of analysis. The case was a single video essayist while the multiple units of 
analysis were three of the essayist’s videos. The participant was recruited through convenience 
sampling. Content analysis was the method used to code and analyze the data (Krippendorff, 
2019). Themes were developed through merging reoccurring codes that were created through 
content analysis (Saldaña, 2016).  
Limitations and Scope of the Study 
 A significant limitation of this study is that only one subfield of critical multicultural 
education and public pedagogy is being researched. Despite the insights that could emerge from 
researching a fully melded critical multicultural education and public pedagogy, they are beyond 
the scope of this study. Another limitation is that the research was confined to the action of the 
pedagogue. This research did not describe if the pedagogy the video essayist is engaged in is 
effective at educating the viewer. Further research would need to uncover the impact that the 
intersection of multicultural education and public pedagogy has on the learner.  Additionally, 
since this research used a video essayist as the participant, digital divides will prevent some 
potential public pedagogues from being able to utilize this research.  
Findings 
 Analysis of the data revealed four themes: access, queerness as an asset perspective, the 
power of stories, and counter-storytelling. Access was shown to be a broader concept in video 
essay form than in education institutions. While issues of physical accessible are addressed, the 
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theme showed how popular culture is often used to create engagement with the video essay and 
such engagement is an accessibility issue. Queerness as an asset perspective revealed how there 
is benefits from analyzing popular culture through a queer lens. This was done by 
acknowledging the dominate perspective on an issue and then introducing the queer perspective 
by using examples in popular culture. The power of stories is used to identify or explain power 
relations between queer and non-queer folx. Popular culture is used as an example of how stories 
about queer folx are controlled by systems that are shaped by power dynamics between queer 
and non-queer folx. Lastly, this study found that the video essays approached counter-
storytelling. While two of the criteria used were apparent in the data, the other criteria were not 
sufficiently identified to definitively claim the video essays were counter-stories.  
Implications of the Study 
 This study may be useful for public pedagogues, educators in educational institutions, 
and researchers, particularly researchers in the field of education. Public pedagogues can begin 
to consider how popular culture can be used as a tool for pedagogy as opposed to how popular 
culture is normally conceptualized as public pedagogy itself. Educators in educational 
institutions should consider what the limitations of working within the educational institution and 
how it impacts what they are allowed to teach and how they are allowed to teach it. Researchers 
should also consider how their educational institution influences how they conceptualize what 
qualifies as research and how it can be produced.  
Summary and Transition 
 This chapter briefly reviewed the problems education institutions have educating for and 
about queer folx. Then a brief review of the theoretical framework, relevant literature, 
methodology, the findings, the discussion of the findings was presented. The purpose of the 
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study and a research question were developed based on those reviews. Chapter 2 will be a review 
of the relevant literature. Chapter 3 will be a review of the proposed methodology and study. 






Chapter 1 was an overview of the dissertation. Chapter 2 will be a review of the literature 
relevant to the research question. This will be accomplished by reviewing the literature on 
critical multicultural education (CME) and public pedagogy (PP) to present a gap within the 
literature of both fields that necessitates a new form of pedagogy, critical multicultural public 
pedagogy (CMPP). Specifically, this review will emphasize critical pedagogy, popular culture as 
pedagogy, and video essays. These subfields were examined to create a more narrowed research 
topic since analyzing the intersections of all aspects of CME and PP is beyond the scope of this 
single study. One of limitations found at the intersection of these subfields is the digital divide. 
Each section will review a brief history of the field, definitions in the field, and describe gaps 
within the fields that reveals a research gap that necessitates the research question.   
Restatement of Purpose 
The purpose of this qualitative case study was to analyze how a video essayist can 
incorporate popular culture as a tool for engaging in critical pedagogy about queer issues in their 
video essays. Knowing if these intersecting aspects of pedagogy can be applied to video essays 
will allow other pedagogues to adopt similar pedagogy for the purpose of reaching wider 
audiences. Understanding how popular culture can be used for pedagogy in public space will 
result in more public pedagogues being able to utilize popular culture as an educational tool. 
Specifically, pedagogues that educate about queer issues will have another strategy for engaging 
the public through a medium and topic that is much less likely to be encountered in public 
schools. 
Restatement of Research Question 
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 The research question for this study was, “How can, if at all, a video essayist incorporate 
popular culture to engage in critical pedagogy about queer issues into their video essays?” This 
question was chosen in order to collect data that reveals how pedagogy in public space can 
utilize educational strategies. Since this is a relatively unexplored area of educational research, a 
qualitative case study was adopted because of the emphasis on this being exploratory research. 
Approach to the Literature Review 
The dual purposes of this literature review were to understand how key terms related to 
multicultural education outside of educational institutions has been theorized and to determine 
methodologies used to study multicultural education outside of educational institutions. Search 
terms were created after discussions with professors familiar with the subject and an initial 
search of the two main bodies of research, “multicultural education” and “public pedagogy.” 
These being very broad fields, subfields were identified to narrow the literature to focus on 
particular aspects of each field for the purpose of creating a specified research topic. The 
subfields identified were, “critical multicultural education,” “critical pedagogy,” “critical digital 
pedagogy,” “pop culture pedagogy,” and “video essay.”  
Since “multicultural education” yielded 33,400 results, a strategy used to find relevant 
articles was to read the theoretical foundations and literature review sections of the articles. 
Citations relevant to theorizing multicultural education were tracked. This was repeated until no 
new citations for theoretical foundations of multicultural education emerged. This process was 
then repeated for the articles that were themselves about theorizing multicultural education for 
the purpose of tracking the history of the field. This process was also applied to “critical 
pedagogy” due to yielding 13,100 results. Searching “public pedagogy” yielded 1,900 results. 
The same process was used to narrow the research to the theoretical foundations of public 
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pedagogy. Given the recent emergence of the field, frequently cited books were included in the 
literature review. This method was not used on the remaining subfields because searches 
provided a manageable number of results. In addition, instead of focusing on theoretical 
foundations, those subfields were selected to identify common methodologies used to study 
education and pedagogy outside of educational institutions. As a result, all research relating to 
those fields was reviewed. The final part of the literature review was simultaneously using the 
research terms to determine what was already known about the intersection of all the topics. This 
yielded no results or very few results. ProQuest RefWorks was used to save and organize the 
literature reviewed.  
In addition to the database searches for peer-reviewed articles, various books and videos 
were reviewed. Books were selected based on being identified in articles reviewed as well as 
recommendations from experts in the field. Videos selected for review were chosen based on the 
merit of either being about video essays or being done by self-described video essayists. In total, 
over 120 peer-reviewed articles, 15 books, and 30 videos were reviewed in addition to 
conversations with experts in their respective fields. EBSCO was the primary database employed 
but when few results were yielded, the UNLV library database and Google Scholar were also 
utilized to find peer-reviewed articles.  
Introduction to the Literature Review 
 The three primary sections this literature review is separated into are, a) Critical 
Multicultural Education, b) Public Pedagogy, and c) Critical Multicultural Public Pedagogy. 
Table 2.1 below depicts the flow of the literature review. The first major two sections follow the 
pattern of reviewing the history and definition of the term, reviewing relevant research on the 
subfields, and gaps in the research that emerged from the literature review. The third section 
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compares and contrasts the literature reviewed from the previous two sections and culminates in 









Critical Multicultural Education 
Multicultural education stems from the ethnic studies movement that civil rights leaders 
in education pushed for during the 1960s and 1970s (Banks, 2013). Those in the ethnic studies 
movement quickly realized standard curriculum changes were insufficient for meeting the 
educational needs of all ethnic and racial groups. Continuing to focus on race and ethnicity, 
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multiethnic education grew out of the ethnic studies movement in order to address issues in 
schools not related to curriculum, such as policy, learning styles, or language dialects (Banks, 
2013). As a result of requests from marginalized groups to be included, multiethnic education 
became multicultural education. However, this change did not occur without tension between 
scholars about the inclusion of groups not defined by race or ethnicity, especially queer folx 
(Grant, 2014). Despite the tension, multicultural education was selected to allow for greater 
inclusion of historically marginalized folx.   
Defining Critical Multicultural Education  
 The definition and topics of emphasis in multicultural education have transformed over 
time. An early framework for understanding multicultural education was conceived of by Sleeter 
and Grant (1987). Sleeter and Grant created a typology by conducting an early meta-analysis of 
the literature on multicultural education available at the time. The categories identified were, a) 
teaching the culturally different, b) human relations, c) single group studies, d) multicultural 
education, and e) education that is multicultural and social reconstructionist. All but the last 
focused on the classroom. Sleeter and Grant, among other multicultural education scholars 
(Schwartz, 1995; Vincent, 1992), critiqued this early typology for being a more reformative, 
opposed to transformative, approach to schools. The concerns were that the overemphasis on 
classrooms ignored the greater social, economic, and political forces that impact the classroom 
within and outside of schools.  
Banks (2004a) developed a framework that addressed the concerns early multicultural 
education scholars had regarding the field being too centered on classrooms. The framework 
Banks proposed for CME integrated emphasis on transforming schools by including every 
component of the school. The framework describes a multicultural education as one where the 
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following are present: a) content integration, b) knowledge construction process, c) prejudice 
reduction, d) equity pedagogy, and e) empowering school culture and social structure. This was 
one of the earliest expansions of the spaces multicultural education sought to transform.  
Nieto and Bode (2018) continued the expansion of spaces to be incorporated into CME 
with their description of multicultural education and inclusion of the sociopolitical context of 
education. This form of multicultural education centers an understanding of how social, political, 
and economic forces outside of schools’ influence disparities that historically marginalized folx 
have in schools. Through that understanding, educational workers are better equipped to address 
the educational failures that happen to historically marginalized folx. They use seven 
characteristics to describe CME. These are, a) antiracist education, b) basic education, c) 
important for all students, d) pervasive, e) education for social justice, f) a process, and g) critical 
pedagogy. In addition to the seven characteristics, Nieto and Bode (2018) defines multicultural 
education as, “… a process of comprehensive school reform and basic education for all 
students.” (p. 32). Like previous definitions, this definition emphasizes educational institutions 
as the site for and in which CME occurs.  
 Requiring a mindset that understands methods of interacting with the school system that 
produce equitable outcomes, antiracist education is a core principle of CME (Nieto & Bode, 
2018). This mindset requires a consciousness about how racial power dynamics result in some 
students being prioritized over others in the school policies, curriculum, placement into advance 
classes, and other disparities. Freire (1974) describes critical consciousness as when a person can 
understand the sociopolitical conditions around them to create change in their community. This 
consciousness then becomes actions taken to create a more equitable school that ensures a 
quality education for all students. An example of this would be a teacher noticing racial 
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disparities for students in advance placement classes and planning with the principal to recruit 
and place more students of color into advance classes.  
 A common misconception concerning CME is that it is added onto current curriculum. 
Just as addition and spelling are considered core to a basic education, Nieto and Bode (2018) 
argue that CME is as necessary to a basic education as the subjects that comprise the current 
basic education. For example, just as multiplication is considered a key component of 
mathematics, a student experiencing a CME would be taught multicultural literacy in English 
class (Banks, 2004b). Multicultural literacy education would be seen when students question 
who creates knowledge, why they create knowledge, the assumptions inherent in knowledge, 
view knowledge from multiple viewpoints, and use knowledge to act for a most just world.  
Among the most frequent mischaracterizations of multicultural education is that it is 
solely for students of color. CME is paramount for all students, including White students (Nieto 
& Bode, 2018). Students from dominant groups need multicultural education as much as students 
from marginalized groups. Being educated in a monocultural education environment can result in 
students from dominant groups believing their experience is the universal experience. CME is 
essential for teaching students to understand perspectives and viewpoints they may have 
otherwise not been exposed to (Pewewardy, 2005). Multicultural education can also positively 
change how students from dominant groups view students from marginalized groups (Neville et 
al., 2014).  
 Nieto and Bode (2018) describes CME as pervasive because it, “… is a philosophy, a way 
of looking at the world, not simply a program or a class or teacher… It permeates everything: the 
school, climate, physical environment, curriculum, and relationships among teachers’ students 
and community” (p. 38). This definition implies that everything has the potential to be educative. 
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Therefore, changes to a school would examine every aspect of not just the school, but the entire 
schooling system. Pervasive CME would challenge the segregation found between and within 
schools. A CME that is pervasive could also be observed in the community because a school 
following CME philosophy would reflect the community.  
Social justice is a necessary component of multicultural education because as students 
operate within their community, they learn they have individual and collective power (Nieto & 
Bode, 2018). This prepares students to engage in democratic life. Social justice can be defined as 
both a goal and a process. Bell (2006) explains,  
The goal of social justice is full and equitable participation of people from all social 
identity groups in a society that is mutually shaped to meet their needs. The process for 
attaining the goal of social justice should also be democratic and participatory, respectful 
of human diversity and group differences, and inclusive and affirming of human agency 
and capacity for working collaboratively with others to create change. (p. 3)  
Placing a strong emphasis on preparing students for democratic life, CME emphasizes students 
learning how they can engage with their rights and challenge what is and is not a right as they 
become more critically conscious of their sociopolitical context.   
Multicultural education is a process because it centers the dynamic relationships people 
have (Nieto & Bode, 2018). As a process, it is never complete. People and their relationships are 
not static and as the dynamics change, their engagement with others evolves. A teacher may 
believe they have a great relationship with a student who works hard and a week later that same 
teacher could be struggling to encourage the student to complete any task. A teacher trained in 
multicultural education would understand that the process of becoming, for both themselves and 
the student, is always happening. They would understand, for example, that asking the student 
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into the hall to discuss what is at the core of an issue is not a one-time attempt to fix the problem, 
but a piece of the larger process of multicultural education that requires consistent relationship 
building and maintenance.  
Critical Pedagogy  
Since a study about all seven characteristics of CME is beyond the scope of this 
dissertation, special emphasis is being given to critical pedagogy. Critical pedagogy emerged 
from the field of critical theory, which uses power as a starting point for analysis. When applied 
to education, critical theory reveals education to be a political act because who is educated and 
what counts as an education is directly related to who has power (Rexhepi & Torres, 2011). 
Having emerged out of the Frankfurt school of thought, which was heavily influenced by Marx, 
critical theory often identifies economic class as a primary reason for power being exerted 
against a person or group of people. Recently, critical theory has begun to move away from 
economic class as the determining factor for how power is distributed and towards understanding 
how multiple identities impact one another in complex relationships of power (Baum, 2015). 
While the importance of class has not been eliminated, these two interpretations of critical theory 
have become the major frameworks within the field.  
Given that politics is the distribution of power and that critical multicultural education 
argues that knowledge is never apolitical, critical pedagogy in a CME context is teaching 
students the role of power in their daily life and how to take advantage of their own power to 
effect action (Nieto & Bode, 2018). Teaching the role of power in students’ daily lives 
necessitates that their experiences and cultures are at the center of the learning experience. 
Capitalizing on their experiences culminates with students negotiating issues that impact their 
lives. Using these experiences and cultures as a tool for teaching is called culturally relevant 
 
22 
pedagogy (Ladson-Billings, 1995). Since critical pedagogy centers upon the lives of the students, 
critical pedagogy is also a highly contextualized pedagogy (Steinberg, 2020). The focus of the 
pedagogy influences how it is enacted. While one configuration of culturally relevant pedagogy 
may be successful in one class or with one student, this does not mean it can be uniformly 
applied across all classes and all students.  
 Although many of the most well-known critical pedagogues became such for their critical 
pedagogy outside of educational institutions and their critique of educational institutions (Freire, 
2003; Illich, 1970; Woodson, 1990), much of the research over the last few decades has 
converged upon the educational institution as the site for critical pedagogy. To a great extent, 
those institutions have become the arbiter of what qualifies as critical pedagogy within academia. 
For example, where there is a description of critical pedagogy in the context of physical or 
digital space within the twenty-eight chapters of The Critical Pedagogy Reader Second Edition, 
the preponderance of that space is an educational institution (Darder et al., 2009). This has 
resulted in a paradoxical case whereupon a pedagogy that was crafted for the purpose of 
challenging power dynamics has been molded by the power dynamics of institutions. However, 
the academic roots of critical pedagogy as one that can, or perhaps should, occur outside of 
educational institutions has not been forfeited completely. One author within the book notes, 
“First, we require a conversation concerning the nature and scope of education and the limits of 
schooling as an educational site. Along with this, theorists and researchers need to link their 
knowledge of popular culture, culture in the anthropological sense-that is, everyday life-with the 
politics of education.” (Aronowitz, p. 121, 2009).  
 The problem with many institutional researchers appropriating critical pedagogy may be 
best captured in the title of Steinberg’s article, 50 Years of Critical Pedagogy and We Still Aren’t 
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Critical (2020). Steinberg describes how despite her vast training with critical pedagogy, and 
what she and her students perceived as quite successful preservice classes, the students were 
vastly unprepared to teach in schools. Steinberg says she had failed to consider the context of the 
schools by ignoring the, “…context of a capitalist country, an anti-intellectual environment, a 
standards-based curriculum, and the obsession with being #1” (p. 5). In other words, Steinberg 
failed to understand the sociopolitical context of enacting critical pedagogy in schools. I would 
add that there is a trenchant need for critical pedagogy researchers to recognize that a context of 
school is that they function as medium for educating. Like with all mediums, certain types of 
messages are suited to certain types of mediums. As media theorist McLuhan famously claimed, 
“The medium is the message” (p. 1, 1965). Lindsey Ellis (April, 2020) illustrates this point with 
stage show musicals being adapted to movies when she explained that Cats, the movie, was 
doomed to fail because an element of the success of the original stage show was the ability of 
that medium to deliver that distinct message. However, film as a medium was incapable of 
delivering that message. I believe the lesson to be learned from the failure of Cats can be applied 
to critical pedagogy. Critical pedagogy is failing to reach full potential because it has digressed 
from its medium as one engaged outside of the restrictions of educational institutions. This is not 
to be construed that critical pedagogy is incapable of engagement within education institutions. 
As Lindsey Ellis identifies, there have been successful live-action adaptions of musicals, but they 
remain much fewer than the unsuccessful ones due to how that medium function. I believe the 
analogy is true of critical pedagogy in educational institutions. For critical pedagogy to attain its 
full potential, more research is necessary to delve within the roots of the field and chronicle how 
it functions apart from educational institutions.  
Limitations of Critical Multicultural Education  
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There are limitations of CME that have been acknowledged within the field. First, Nieto 
and Bode (2018) state, “…multicultural education is not a panacea for all education ills… Only 
by addressing inequities in the larger society can we hope to solve these problems.” (p. 31). 
Moreover, by continuing to limit multicultural education to school reform, critical multicultural 
education becomes an unfulfilled project. If addressing inequities in society is necessary to 
addressing education-related inequities, then it would stand that educational reform inside and 
outside of educational institutions are necessary for correcting inequities. Multicultural education 
must go public to accomplish the goals identified within the field. As will be discussed, public 
pedagogy has the potential to assist CME through this transition.  
By acknowledging the sociopolitical context of CME, Nieto and Bode (2018) create a 
need to be actively engaged beyond the bounds of schools without postulating an explicit 
framework for what that can manifest as. While I accede that to teach is to engage in a political 
act (hooks, 1994), politics are inherent in all aspects of society. If CME is engaged in political 
action that purports social justice and critical thought, then that action should be omnipresent. 
For example, Hollywood engages in political educative action about the education system 
(Giroux, 2008). Whether Hollywood films depict more white saviors of poor Black and Brown 
children is a matter of who is engaging the politics and the political lens through which they look 
at their film. Nieto and Bode’s (2018) definition of CME in a sociopolitical context could assist 
filmmakers to pinpoint the precise lens necessary to convey a message that will educate the 
public. Filmmakers could use the framework to inform how they make films. However, CME 
currently lacks a framework for how to engage with the public exclusive of educational 
institutions.  
Gaps in Critical Multicultural Education Research 
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Two major gaps within the CME research are the lack of research on queer issues and the 
research about CME apart from educational institutions. Gorski, et al. (2013) conducted a study 
on queer representation in United Stated multicultural education teacher preparation courses. 
Collecting data from forty-one syllabi and eighty surveys from professors teaching these courses, 
they found that queer-related topics were often covered minimally. In disaggregating the data, 
they found that gender identity was often mixed in with sexual orientation when the topic was 
covered. This shows there may be misconceptions about the differences between gender identity 
and sexual orientation within CME. Jennings and Macgillivray (2011) conducted a content 
analysis of eleven commonly used textbooks for multicultural education courses. They identified 
how queer-related topics were covered minimally or entirely omitted in one textbook. In 
addition, they found queer youth were often framed in a deficit narrative in need of saving from 
bullies. The authors identified that gay-straight alliances were only briefly noted in five of the 
textbooks despite this being an example of queer youth with agency. The minimal inclusion of 
queer-related topics in multicultural education spaces remains a current obstacle. Of the 229 
presentations at the 2019 National Association for Multicultural Education, only seven were 
explicitly about anything queer-related. Additional research is needed that contemplates queer-
related education issues from a multicultural education optic. 
The incidences of research concerning multicultural education outside of educational 
institutions remains sparse. As an illustration, of the forty-nine chapters in the Handbook of 
Research on Multicultural Education, Second Edition (Banks & Banks, 2004), only one chapter 
is about research on multicultural education aside from an education institution. The 
overwhelming majority of research within multicultural education today is almost exclusively in 
the context of an educational institution. This same absence of research also exists in critical 
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pedagogy though less than CME. As previously noted, there is less research about critical 
pedagogy outside of educational institutions than from within education institutions (Darder et 
al., 2009). Aronowitz (2009) called for more researchers to identify how critical pedagogy can be 
conceptualized differently when it is not bound to an educational institution.  
To address lack of research about queer issues within a CME context, this study focused 
on education about queer issues using critical pedagogy. Since critical pedagogy is considered a 
subfield of CME, focusing on queer issues assists in describing what education about queer folx 
can look like in a CME context. This study also addressed the lack of research on critical 
pedagogy outside of education institutions by focusing on video essays as the medium of 
educating. Through using video essays as the medium of education, this study illuminated what 
critical pedagogy can look like outside of an education institution.  
Public Pedagogy 
Public pedagogy is a field of research about education outside of educational institutions. 
While public pedagogy only emerged as a framework for understanding, researching, and 
engaging in education outside of educational institutions in the 1990s and was not systemically 
codified until 2010, the roots of the field go back to the early twentieth century (Schubert, 2010). 
Theoretical foundations for the field stem from the works of Woodson (1933), Dewey (1938), 
and Illich (1970). Dewey criticized schools for failing to utilize experience as the primary 
resource for educating which later influenced the claims from public pedagogy researchers that 
learning is invariably occurring in all spaces since there is never a time information is not being 
absorbed by a person. In the mid-twentieth century, Foucault (1995) argued that institutions 
themselves were educative, and therefore that an analysis of power was necessary for 
understanding for whom and toward what purposes such institutions were educating. This 
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analysis of power later influenced how Giroux, a founding researcher of public pedagogy, would 
theorize the field (Sandlin et al., 2010b). Public pedagogy emerged from cultural studies and the 
works he produced in it. Giroux’s early works in cultural studies focused largely on the 
pedagogical potential of mass media as a form of neoliberal pedagogy. Later scholars expanded 
on his work to consider how public pedagogy could be envisioned as a force for critical 
education.  
Until recently, the exact definition of public pedagogy was difficult to pinpoint due to the 
broad use of the term and has been criticized for being so broad that it may eventually come to 
mean nothing and collapse as a concept (Burdick et al., 2014). This has resulted in efforts to 
codify what is meant in the “public” and “pedagogy” parts of public pedagogy. Sandlin et al. 
(2011), who have endeavored to codify public pedagogy, define it as, “…spaces, sites, and 
languages of education and learning that exist outside of the walls of the institution of schools” 
(p. 1). However, their later work, (Burdick & Sandlin, 2014) emphasized the multitude of 
permutations of PP within the field that researchers need to do more to operationalize what they 
mean when they use PP. The essence of the many definitions used by researchers of PP is that PP 
is education outside formal education institutions.  
Defining Public Pedagogy  
Public pedagogy has five domains (Sandlin et al., 2011). These are, a) citizenship within 
and beyond schools, b) dominant cultural discourses and everyday life, c) public intellectualism 
and social activism, d) informal institutions and public spaces as educative arenas, and e) 
pedagogical theory on popular culture. These domains make up the most common fields PP 
researchers and practitioners engage in. Each domain presents methods of engaging in PP while 
the fourth emphasizes the space in which it can occur.  
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Much of the PP research on citizenship has shifted from an education as a force for public 
good to critical civic engagement. Education as a force for public good was the earliest research 
to use the phrase PP (Sandlin et al., 2011). This research of the first two decades in the twentieth 
century viewed education as a force for public good because a common experience fosters a 
national identity. The rise in nationalism across the world was an influential factor in how PP 
was initially theorized (Small, 1917; Sandlin et al., 2011), but PP has since evolved to primarily 
include works that expand democracy through critical actions that challenge the exclusion of 
some people from democratic life (Sears, 2009). For example, the Montgomery Bus Boycott of 
1955-1956 would be viewed as people engaging in acts of critical citizenship by challenging the 
status quo concerning who has the right to exist in public space. 
Research on dominant cultural discourses demonstrates how policy and discussions of a 
topic have the capacity to be educative. For example, Mirón and Ward (2007) identified how the 
policies implemented in New Orleans prior to Hurricane Katrina educated the public about how 
Black folx, the poor, and the elderly should be treated. The slow, disorganized governmental 
response to Katrina was in part caused by the learned value placed on particular groups of 
people. Another major section of dominant cultural discourses is concerned with neoliberalism 
as an educative force (Sandlin et al., 2011). Much of this work has been done by Giroux (2004; 
2005), whose analyses show how the public and publicness itself is being attacked by private 
forces seeking to privatize public spaces for profit. Neoliberalism is able, through a variety of 
media and policy, to be a form of PP that teaches people that privatization of public services and 
spaces is in their best interest. However, as PP has developed as a field, there has been a move to 
differentiate between public pedagogy and anti-public pedagogy (Robbins & Lacy, 2014). This 
has been a result of a movement in the field to grapple with what the “public” aspect of PP 
 
29 
means (Burdick et al., 2014). Neoliberal forces that educate to privatize public services and 
spaces would be anti-public pedagogy because they are not pursued in the interests of or by the 
public.  
 Public intellectualism and social activism are about the roles of scholars in educating the 
public. The two variations of the public intellectual found in public pedagogy research were the 
individual or communitarian intellectual (Sandlin et al., 2011). The individual intellectual is 
expertise in their field, has institutional backing or professional status, and takes on the 
responsibility of imparting their knowledge onto the public. These individuals may work within 
their institution or may utilize their institutional status as they work outside of the institution. 
They are often called to speak about an issue because of the expert credentials they hold. 
However, Robbins et al. (1998) challenged the notion that public intellectuals are always tied to 
an academic institution by reviewing the history of education in the United States during the 
Cold War. Prior to the Cold War, the responsibility to teach certain knowledge, particularly more 
advanced scientific knowledge, was the responsibility of academics. As the Cold War 
progressed, what was once considered academic knowledge was pushed into secondary public 
schools due to fears of the scientific advancements by the Soviet Union. This resulted in regular 
teachers, who were and are not considered public intellectuals, doing the labor that was once 
considered the responsibility of public intellectuals, thus blurring the line between who is and is 
not a public intellectual.  
 The communitarian intellectual is one without the credential or backing of an academic 
institution. Public intellectuals are often tied to the work of social activism especially 
communitarian public intellectuals. A public intellectual’s role is more of an ally in the activist 
work although there are those that are primarily activists (Sandlin et al., 2011). An example of a 
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communitarian public intellectualism were the activist parents of East St. Louis (Roseboro et al., 
2006). In this case parents organized and educated teachers, school district staff, and the 
researchers about the parent’s children. Note that in this case the public intellectuals are still 
considered experts in their field but lack institutional backing. The parents were the experts on 
their children but were initially discredited due to the lack of official credentials. Activism can 
also be educative to those engaging within that process. On reflecting on anti-war protesting 
during Vietnam, Ayers (2010) identifies how his activism was not only a form of public 
pedagogy but was educating about himself and those around him. He was learning, through 
engaging in protest, what was effective strategy and how that related to who he was. In this way, 
activism can be a form of public pedagogy that is about educating the self.  
Informal institutions often have educational missions, but learning is often subtler than 
the more overt learning that takes places in traditional education institutions, such as K-12 
schools and universities (Sandlin et al., 2011). This is often misinterpreted as education in 
museums or art galleries. This misunderstanding may be a result of how educational researchers 
focus on schools as sites of learning (Sandlin et al., 2010a). To education institutions, these 
spaces are considered an extension of school-based learning. While these spaces are certainly 
considerable portions of PP research, PP expands on this idea by challenging the notion of what 
qualifies as an art gallery. Similar to an art gallery being a collection of art in a centralized 
location, often having a theme among the pieces, graffiti tends to be collected in centralized 
location with common themes found among the pieces (Christen, 2010). Additionally, public 
sites that are not generally considered educative are revealed to be quite important for educating 
the public. For example, Yoman (2004) showed how the construction of a cemetery for the 
previously enslaved people in Canada challenged the common narrative that Canada was a savior 
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to enslaved Americans. Canadians were forced, through the presence of the cemetery, to confront 
Canada’s history with slavery.  
Pop Culture as Pedagogy  
For the purposes of narrowing the scope of this dissertation, popular culture as pedagogy 
is the aspect of PP chosen for research because of the application critical theory has had to the 
field. In recent decades, more scholars have realized the educational potential of popular culture. 
Giroux (2020) has done the most research and writing to expand the idea that entertainment and 
popular culture can be pedagogical tools for hegemony or resistance. While there is a great deal 
of tension attempting to define popular culture, in the simplest form popular culture includes 
aspects of daily life that have mass appeal (Storey, 2018). The tension in defining popular culture 
stems from whence the term originates. If it originates from high culture, culture created by the 
upper class, then popular culture will serve the interest of the upper class. However, this ignores 
the agency and power of historically marginalized folx. The most common definition used 
among critical theorists is that popular culture is a combination of the interests of all people, but 
just as power is unevenly distributed, influence on popular culture is unevenly distributed 
(Storey, 2018). This is the definition adopted for this research 
There are two primary categories of research in pedagogical theory about popular culture 
and everyday life. The first is how popular culture can be used to reinforce oppressive 
ideologies. Much of the early work done on this was by feminist scholars critiquing how 
parenting magazines, computer games, children’s toys, and television reinforced a singular idea 
of a woman’s role in society (Sandlin et al., 2011). The second form of pedagogical theory on 
popular culture and everyday life is that it can be a space for resistance to oppressive ideologies, 
or at least a contested space. For examples, movies have the potential to challenge homophobia 
 
32 
at the same time that movies reinforce it (Giroux, 2001). The movie Brokeback Mountain was a 
breakthrough film that depicted an overall positive gay love story for the first time to hundreds of 
thousands of people. At the same time, the movie has been accused of participating in the Bury 
Your Gays trope, wherein gay characters are much more likely than straight ones to die in a 
movie or television or have a tragic ending (Bury, n.d). This movie is an example of how popular 
culture can be a contested space between pedagogy that challenges power dynamics yet also 
maintains them. 
The body of research on popular culture as pedagogy as a tool for resisting hegemony can 
be further divided into using pop culture as a tool for pedagogy or viewing pop culture as itself 
pedagogy. Giroux led the research into popular culture as pedagogy itself. He explains, “…new 
technologies which have transformed culture, especially popular culture, into the primary 
educational site in which youth learn about themselves, their relationship to others, and the larger 
world.” (p. 253, 1998). Maudlin and Sandlin (2015) identified that popular culture can reinforce 
the social relations between people of different races, classes, genders, and sexuality. This is 
accomplished through the repetition of an image or depiction of a group of people and is also 
how popular culture becomes popular. For instance, Sandlin et al. (2011) conducted a study of 
multiple popular culture artifacts to show how consumerism is encouraged through the depiction 
of poor women and women of color as thoughtless consumers.  
The other form of popular culture as pedagogy research is about using popular culture as 
a teaching tool. Duncan-Andrade (2004) used interviews with his high school twelfth grade 
students to present how popular culture could be utilized to teach students. The students 
explained that the injustices they read about in Savage Inequalities were the same topics covered 
by a musical artist they enjoy. They explained how music was more effective at communicating 
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this message due to being an engaging medium. Hannah and Wilkinson (2016) identified how 
zombies have been used in many international relations classes. Zombies make a particularly 
useful popular culture figure because they represent an international issue and manifest in most 
cultures. Students used their knowledge of international relations to create arguments for how a 
country would or should react to a zombie outbreak. This created an engaging method for 
students to discuss international perspectives. 
One of the most reoccurring forms of popular culture as pedagogy research is about using 
movies and television as a pedagogy tool. Nickoli et al. (2003) explained that popular culture 
could be particularly useful in a field like criminal justice. Observing artifacts of popular culture, 
especially movies and television, can be used to learn how people outside the field may perceive 
the issues students are studying. Students can then use that information to determine how they 
would react to people who have beliefs that are not reflective of evidence-based practices. Visco 
(2019) explained how popular culture can be used to engage students in more classical texts like 
Beowulf. In his example, he presented clips of the movie Captain America: The First Avenger to 
convey to students an example of an archetype. Once students understood that concept, they 
could more precisely identify it within Beowulf. A reason movies and television are preferred 
educational tools is their ability to deliver information through activating multiple senses. This 
allows a learner to recall the visual or auditory information and create a stronger connection in 
their memory by having them in context of each other.  
However, popular culture is occasionally used in a manner that reduce the educational 
potential of it as a tool for education. For example, Duncan-Andrade (2004) also identified how 
English teachers will often use movies as a reward at the end of a unit. The movies themselves 
are rarely analyzed as a text. This communicates that movies are not worthy of analysis. In 
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addition, this subtly communicates to students that the materials they are studying are boring 
instead of encouraging students to see how studying the materials could bring joy.  
Critical Digital Pedagogy  
One form of pedagogy that is frequently found at the intersection of critical pedagogy and 
popular culture pedagogy is critical digital pedagogy. Mirra et al., (2018) proposed a framework 
for understanding the different interactions between critical theory and digital technology. The 
four multiliteracies proposed are, a) critical digital consumption, b) critical digital production, c) 
critical distribution, and d) critical digital invention. Critical digital consumption is identical to 
the more commonly used term critical digital literacy but is more explicitly focused on 
consuming information critically. Critical digital production is more aligned with critical digital 
pedagogy because of the emphasis on creating digital content that analyzes or challenges power 
dynamics. Critical distribution is about information disseminated through technology or about 
how the technology is disseminated. Critical digital invention is about creating new technologies 
or programs.  
Of note is my choice to focus on critical digital pedagogy as opposed to critical digital 
literacy which is the much two larger bodies of research of the four above. While the two terms 
tend to be used interchangeably within research, there is one occasional distinction that resulted 
in critical digital pedagogy as the focus. Critical digital literacy tends to employ a more deficit 
view of youth. For instance, Talib (2018) begins their study with the claim that millennials lack 
digital literacy. They cite a 2016 Stanford study of 7000 teenagers wherein the teenagers failed to 
differentiate between reliable and unreliable sources of digital news. There are two issues with 
this framing. First, the use of the word millennial to describe this group of teenagers reveals a 
potential bias of the author. Any person who was a teenager during 2015, the year the data was 
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collected, would not be a millennial by most metrics (Dimock, 2019). This shows that the author 
thinks of all people under a certain age as one homogenous group. This may be related to the 
second issue, that this is a deficit view of youth. Talib states, “They can read a tweet or 
Facebook update, watch a quick video on YouTube, read discussions on reddit, and see pictures 
on Instagram and Snapchat.” [emphasis added] (p. 56, 2018). This shows a view of youth as 
passive consumers in need of literacy that is completely absent and should be provided by a 
teacher instead of seeing students as already engaged in digital literacy that can be built upon. 
This deficient theme where students are viewed as passive consumers is commonly found in the 
literature on critical digital literacy (Hinrichsen, & Coombs, 2013; Hutchinson, & Novotny, 
2018; Watt 2019). For this reason, my review focuses on the critical digital pedagogies that 
youth are already engaged in.  
Critical digital pedagogy is particularly interested in illuminating how knowledge and 
power are mediated through technology use (Lazarus, 2019). This includes analysis of how 
historically marginalized folx have technology used against them and used as a form of 
resistance to oppression. For example, Twitter has been used by many Black folx to bring 
awareness to issues that are ignored in mainstream media (Hill & Royal, 2018). Specifically, the 
#SayHerName hashtag started a new awareness of the state violence Black Women face. This 
illustrates one of the specialties of critical digital pedagogy as one that often analyzes or presents 
stories that would otherwise have remained unnoticed.  
Digital Storytelling 
Digital space has been utilized by many young people to challenge dominant narratives 
about young and marginalized folx. Stewart and Gachago (2016) conducted a case study wherein 
a Facebook group was used to have college students from the United States and South Africa 
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share personal stories around the theme Being Human Today. One of the early tasks for each 
group of students was to create a list of what they knew about the other. Little commonality was 
initially found between the two descriptions. As students shared resources that reflected their 
experience, students in the groups began to think and speak differently about each other. For 
example, American students changed from referring to the South African students as students or 
South Africans to colleagues. Many students from both countries expressed having developed 
friendships they had not anticipated possible.  
One digital strategy that is used to challenge dominant narratives about marginalized folx 
is “restorying” (Thomas & Stornaiuolo, 2016). Restorying is the process of taking stories that 
already exist in popular culture and telling them again with changes that reflect the lived 
experiences of the new author. These restories often come into existence due to the lack of 
stories told or mistold about marginalized folx. One method of restorying is 
race/gender/queerbending. This bending is the process of rewriting characters with different 
races, genders, sexual orientations, or gender identities from their original work. In doing so, the 
youth who are often the ones engaged in this style of storytelling are retelling their story and 
engaging in critical pedagogy that challenges the relations of power in who tells stories (Thomas 
& Stornaiuolo, 2016). This practice is often most popular among queer youth. An example of 
this would be the YouTube channel AreTheyGay (n.d.). This channel explains why characters in 
popular culture stories are gay despite this not being explicit or the intended interpretation from 
the original text.  
Restorying came into existence in a response to representation in mainstream media 
(Stornaiuolo & Thomas, 2017). The access to an audience the internet has provided has allowed 
young people to create stories that reflect their experiences. Those experience are tied to the 
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identities the youth have. Since mainstream stories have often taken those stories without the 
identity, those stories can often feel misrepresentative or incomplete (Stornaiuolo & Thomas, 
2017). The storyteller Chimamanda Ngozi Adichie refers to this misrepresentation as the danger 
of a single story. As she argues in her TED Talk, “The single story creates stereotypes, and the 
problem with stereotypes is not that they are untrue, but that they are incomplete. They make one 
story become the only story.” (Adichie, 2009). Restorying creates additional stories to challenge 
the single story that stems from people who have more power to tell stories. 
Video Essay 
One increasingly popular method of digital storytelling is done through the video essay. 
Video essays belong to a genre of analysis in the same vein as the written essay but in video 
form. The video medium allows for a diversity of pedagogy strategies. For example, the 
YouTuber Contrapoints occasionally dresses in drag on her channel to present her essays. The 
channel Philosophy Tube uses costumes to perform for a show. The channel Innuendo Studios 
speaks over visuals he creates or over visuals of the media being discussed. Since the videos are 
often posted on YouTube, they have the potential to be a form of public pedagogy.  
Video essays are one of the most recent variations of the essay. Haefner (1992) explains, 
“Thanks to the diversity of the genre, essays are continually being “remade” by different 
communities at different points of time, with new textual elements and traditions added, deleted, 
modified.” (p. 131). Unlike other genres of essays, the video essay is a medium of essay in 
addition to being a genre that is shaped by the medium used. The academic, argumentative, 
descriptive, and explanatory genres of essay can all exist within the video essay. While essays 
are generally considered to be prose, the video essay is often more poetic than written essays due 
to the artistic nature of the medium (Martin & López, 2014). In a TED Talk, the video essayist 
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Puschak (TEDx Talk, 2016) identifies that video essays are inspired from academia, journalism, 
and grew in response to YouTube channels that presented information more objectively. Video 
essays often address subject matter that is perceived as more subjective. Another video essayist, 
Berg (2016), proposes four types of essay in relation to the video essays. These are the essay 
proper, essay(istic) film, video essay, and essay video. The essay proper is considered to be the 
written essay, especially one that is argumentative and with supporting evidence. The essay 
proper resembles the traditional academic essay.  
Essay films are a type of documentary. Traditional documentaries tend to present a topic 
or provide a narrative without making an argument or explicitly trying to have the viewer be 
persuaded in a direction. They are thought to be more objective than the other categories. When 
describing the essay film, Richeter (2017), who coined the term, differentiated it from the 
documentary because the essay film does not necessary take a sequential order in telling the 
story and because the information for the essay film can be taken from any place. An example of 
the traditional documentary would be Paris is Burning. In this documentary, the drag ball culture 
of gay and transgender Black and Latinx folx are depicted without calling the viewer to any 
action. What makes this a traditional documentary is simply that it documents. The primary goal 
of the film is to record and present the lives of the folx depicted. However, hooks (2014) argues 
the film depicts people of color in such a way that it makes a case for white bodies being 
superior to the bodies of people of color. Similar to most media, clearly defined borders between 
concepts are somewhat rare. This documentary is not considered an essay film because of how it 
mostly documents. An example of the essay film would be the 13th. Despite being commonly 
known as a documentary, Richeter (2017) would likely label the 13th as a film essay. Although 
there is linearity within the film, depicting a linear story is not the goal. Instead of documenting 
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an event, the film is a collection of documents and speakers in order to make an argument about 
mass incarceration in the United States.  
The essay video places the “essay” before the “video” because there is a greater emphasis 
on the academic aspect of the essay in this genre (Berg, 2016). The essay video provides a list of 
complete sources and they are cited throughout the video so the viewer can know which ideas are 
attached to which sources. Ideally, these essay videos would be peer-reviewed. In 2014 
[in]Transition became the first peer-reviewed website to host and post video essays (About, n.d.). 
Despite being a self-described place for video essays, the videos on this website are more aligned 
with Berg’s concept of an essay video due to the greater emphasis on sources and peer review.  
Increasing access to technology and the launch of YouTube led to an evolution of the 
film essay into the video essay (Berg & Kiss, 2016). The availability of a platform to publish to 
and the decreasing prices of videographic equipment resulted in the proliferation of the video 
essay. The video essay is a video that provides analysis of a topic and is often less formal than an 
academic paper with a uniform set of procedures to be followed. There may be sources, but they 
are often not as structured as the traditional essay. An example would be the video essayist 
Contrapoints’ video “Transtrenders” | Contrapoints (2019). In this video essay, she analyzes the 
topic of gender. When discussing performativity theory, she mentions Judith Butler (1990), 
creator of the theory, but does not include a citation. In addition, the citation of Butler is only 
implied through dialogue and not outright stated. This method of stating the origins of 
information without a formal citation is common within video essays.  
Having developed out of film studies, video essays often function as a form of digital 
storytelling. For example, the video essayist Contrapoints (2019) uses her experiences as a trans 
woman to explain how attraction to a trans woman is attraction to a woman. Through sections of 
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the video, she narrates her story and experiences to provide evidence to support her claim. 
Similarly, the video essayist Pop Culture Detective (2017) argues against criticisms of the 
protagonist in the movie Fantastic Beasts and Where to Find Them by reframing the story of the 
protagonist critics took issue with, particularly his masculinity. This is done by showing how the 
protagonist’s unique form of masculinity is an asset to the narrative of the film while the video 
essayist also compares and contrasts more traditional variations of masculinity found in other 
films, particularly in stories with heroes. Using video essays as a tool for analysis, some video 
essayists narrate a story in a manner that constructs a strong case for their argument while also 
challenging hegemonic narratives. 
Limitations of Critical Digital Pedagogy  
One limitation for practicing critical digital pedagogy is the digital divide. The digital 
divide is the body of research describing inequities related to technology and is divided into three 
levels (Scheerder, et al., 2017). The first level began when the term was popularized in the 1990s 
and was used to describe a massive lack of access to the internet and technological equipment 
among historically marginalized folx (Gunkel, 2003). During the 2000s, a second level of 
research emerged that showed access to technology was insufficient to address inequities. This 
research showed skills needed to be taught for sufficient use of the technology (Scheerder, et al., 
2017). Most recently, during the 2010s, researchers realized that even when historically 
marginalized folx had the same access to technology and the same skills with that technology, 
the outcomes were still unequal (Ragnedda, 2018). This third level of digital divide research was 
concerned with the outcomes of technology use. The inequalities to access and education about 




In the United States the digital divide is often shaped by racial, economic, and geographic 
demographics. While 81% of White folx have access to a desktop or laptop, only 58% of Black 
and 57% of Hispanic folx have the same technology (Perrin & Turner, para. 2, 2019). Due to 
limited access to desktops and laptops, 23% of Black and 25% of Hispanic folx use smartphones 
as their only means of access to the internet compared to 12% of White folx (para. 4). Only 54% 
of folx with incomes less than $30,000 a year have a desktop or laptop while 83% of folx with 
incomes between $30,000-$99,999 have a desktop or laptop (Anderson & Kumar, para. 4, 2019). 
Compared to the 79% and 75% of folx living in suburban and urban communities respectively 
with access to broadband internet, only 63% of folx living in rural communities have access 
(Perrin, para. 5, 2019).  
The lack of access to digital technologies can make critical digital pedagogy inaccessible 
to some people. Creating and editing videos is more difficult with smartphones than with a 
desktop or laptop. Smart phones often do not have the editing software that can assist video 
essayists with creating content with high quality production value. In the instances a person does 
have access to a desktop or laptop for editing, if they do not have quality broadband internet, 
uploading a video can become difficult or impossible. These issues can intersect with one 
another to make engaging in critical digital pedagogy entirely inaccessible.  
While the digital divide continues to persist, the narratives surrounding the research have 
been challenged in recent years. While there is an unquestionable difference in access to 
technology and education, the emphasis digital divide scholars place on access obscures other 
forms of digital inequity (Warschauer & Matuchniak. 2010). A great deal of research assumed 
that the digital divide existed while ignoring the different ways marginalized folx engage with 
digital technologies. As Brock et al. (2010) described,  
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Either underserved groups lack material access, lack mastery of digital practices and 
literacies, or lack value systems promoting the educational achievement necessary to 
acquire base proficiency in digital systems. These three premises illustrate the rhetorical 
power of Western ideologies of technology use. (p. 1140) 
The deficit perspective that the digital divide is founded upon can cause a work-on, as opposed 
to a work-with, mentality. Working with marginalized groups would mean needing to research 
how those groups use digital technologies.  
Problematizing Public Pedagogy 
Clarifying what “public” and “pedagogy” mean is necessary to begin research to 
understand how historically marginalized folx have engaged with popular culture and critical 
pedagogy in public space. Public pedagogy, as a field, grew organically from researchers that 
would often use the term to describe their research without clarifying what the term meant 
(Sandlin et al., 2011). In the last decade the field has begun to codify itself in order to draw the 
boundaries of the field. Since Sandlin et al.’s (2011) review of the literature, Problematizing 
Public Pedagogy (Burdick et al., 2014) is the work that has done the most to codify what can be 
meant by public pedagogy. The contributions in the book complicate public pedagogy by 
analyzing the two component parts of public pedagogy. These analyses cover what a public is 
and what it means to engage in pedagogy.  
The Public 
Savage (2014) proposes that PP research uses three concepts of public. These are the 
political, popular, and concrete publics. The political public is a reference to a group of people in 
the context of a government system. This typically means people within a city, state, or nation 
are the public being referenced. Additionally, a political public may be viewed as those who are 
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not in the institution from where a statement is being said. For example, researchers can refer to 
the public while excluding themselves as members of the public because of how the position 
from where “the public” is said influences who is referenced. A political public is also one in 
which people engage collaboratively to enact change in their community (Dewey, 1927). 
Therefore, PP grew to emphasize action and critical citizenship education.  
Unlike a political public, a popular public is not defined by geography but by interaction 
and attention. While the public in political public is considered totalizing, there are an infinite 
number of popular publics since those publics form around attention (Savage, 2014). For 
instance, the trend of the ice bucket challenge created a public for the time in which attention 
was given to it. As the challenge faded away, so did the notion of an ice bucket challenge public. 
This notion of public is similar to Hickey-Moody’s (2014) concept of little public spheres. She 
explains that a public necessitates a collusion of perspectives. A public is thus more of a 
relationship between people with a common interest. 
Concrete publics are different from political and popular publics because they are bound 
to a specific space. While the space of political publics is tied to the notion of a city or state, 
concrete publics are tied to geography. These can be museums, concerts, or even riots (Savage, 
2014). Of note is that each of these publics can interact and become another. For example, an art 
gallery about the role of police in mass incarceration can begin as a concrete public but be shown 
on the news and become a popular public which can influence political publics. The publics exist 
less as clearly defined concepts with boundaries between them and more of a tool used for 
organization and calling to action.  
Biesta (2014) argues that when using the term PP, an author should consider how they 
intend for the pedagogy to interact with the public. The three types of interactions he proposes 
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are pedagogy for the public, of the public, or in the interest of publicness. Pedagogy for the 
public is when a pedagogue, a person with an intention to educate, is responsible for educating 
the public on matters of importance. In these cases, what is deemed of importance to educate 
about is widely a result of power dynamics and is often not an emancipatory pedagogy (Foucault, 
1995; Freire, 1974). A pedagogy that is of the public is one done by the public itself in a 
democratic manner. The flaw with this variation is the assumption that a clearly defined public 
already exists with clearly delineated bounds. For this reason, Biesta (2014) proposes PP that is 
in the interest of publicness. In this version, PP is a part of an ongoing process of creating more 
public. This includes the expansion of public services that meet the basic needs of all people in 
addition to expanding democracy for how those services are distributed. Expanding democracy 
in society is not seen as something that is already accomplished but a goal that must continuously 
strived towards and in which all people equitably participate.  
Pedagogy  
Of importance is the decision by authors to choose to use the word pedagogy over 
curriculum. Gaztambide-Fernandez and Matute (2014) propose a definition of pedagogy for 
public pedagogy that is relational, intentional, and ethical. Pedagogy is the world chosen then 
because curriculum does not necessitate a relationship. They describe a pedagogy as relational 
because, “…pedagogy must begin with the intention of one subject to influence the life of 
another…” (p. 56). Thus, pedagogy is about the actions of the influencer. Since power dynamics 
exist in all relationships, the pedagogue has a moral responsibility. This moral responsibility 
includes using pedagogy in a manner that challenges power dynamics. Pedagogy must also have 
an intention to change another person. Otherwise, pedagogy could be considered almost any 
interaction in existence.  
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While Gaztambide-Fernandez and Matute (2014) attempt to bring clarity to the pedagogy 
aspect of public pedagogy, they leave several problems to be solved. To limit pedagogy to 
people with relationships raises questions about what qualifies as a relationship. For example, 
they argue a movie is not pedagogy because it lacks a relationship between two or more people. 
However, the existence of parasocial relationships (Horton & Wohl, 1956) challenges this 
definition. In the instances where a parasocial relationship has been developed, the audience 
member can feel like they know a director from the many interviews they watch, and the director 
may know the existence of the hypothetical audience member, but they never meet. This 
relationship, similar to the importance of relationships that Gaztambide-Fernandez and Matute 
(2014) describe, influences the learning that occurs. In addition, they describe learning that takes 
place through indirect ways, such as via movies, museums, and art galleries, as curriculum. 
However, curriculum is, “…the organized environment for learning, Curriculum concerns what 
should be learned and under what conditions it is to be learned.” (Nieto & Bode, p. 99, 2018). 
While a director may have some concern for these aspects of curriculum, they are not a primary 
goal for most directors. Directors also tend to have very little control of the theater, the 
conditions in which the content is learned. Therefore, pedagogy should be considered capable of 
occurring through film, video, or other methods people can use to engage with one another.  
Gaps in Public Pedagogy Research 
The two major gaps found within PP research is research about popular culture as an 
educational tool being used outside of educational institutions and research on how historically 
marginalized folx engage in critical digital pedagogy. While the majority of research on popular 
culture pedagogy is about pedagogy outside of educational institutions, the specific subset of 
research that sees popular culture as a pedagogical tool is mostly set inside of educational 
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institutions. All the sources used in that section of this review are examples of popular culture 
used as a pedagogical tool within a classroom. Despite much of this research being 
contextualized in educational institutions, some research exists that contextualizes popular 
culture as a tool for pedagogy outside of educational institutions. Sandlin and Milam (2008) 
analyzed the case of Adbusters, an organization aimed at challenging power dynamics in media, 
to show how popular culture can be used outside of educational institutions as a tool for learning. 
For instance, Adbusters took the “Why do I run” Nike campaign and subverted viewer 
expectations with the images they created. In the meme created by Adbusters, the viewer expects 
to read a feel-good story about why the Indonesian woman likes to run but is instead faced with 
text reminding the viewer of the working conditions and pay the women have due to treatment 
from Nike. Sandlin and Milam (2008) explain that this creates cognitive dissonance within the 
viewer that can be used to further a critical consciousness in public space.  
In response to this critique of the digital divide, some scholars have called upon new 
research that seeks to understand how historically marginalized folx use technology. In her 
critique of the digital divide, Noble argues, “… we must ask how communities can intervene to 
directly shape the practice of market-dominant and well-established technology platforms that 
are mediating most of our web interaction.” (p 161, 2018). Since the research about historically 
marginalized folx and technology has been influenced by the savior narrative the digital divide 
has caused, there is now a lack of research on how those folx engage with technologies. Rowsell, 
et al., (2017) critique digital divide research, arguing that ignoring how communities are using 
technology widens the digital divide. The ignoring of how historically marginalized folx use 
technology makes overcoming the third level of the digital divide more difficult. Disparate 
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outcomes cannot change without beginning with the community knowledge about how 
historically marginalized folx use technology. 
This research addresses these gaps in the literature by choosing a participant that uses 
popular culture as a tool for pedagogy outside of education institutions and by focusing on a 
participant that is a member of the queer community. Through selecting a participant that using 
popular culture as a tool for pedagogy, this research shows how that tool can be used outside of 
educational institutions. Additional, selected a participant that is a member of the queer 
community adds to the growing body of research how historically marginalized folx are using 
technology as a form of critical digital pedagogy.  
Critical Multicultural Public Pedagogy 
As noted, critical pedagogy broadly overlaps with popular culture pedagogy. In addition, 
the first four domains of public pedagogy are quite similar to the frameworks for critical 
multicultural education by Nieto and Bode (2018) and Banks (2004a). The concept of citizenship 
found within PP is aligned with an emphasis multicultural education has on civic education 
(Banks, 2015; Banks, 2017). Four types of citizenship Banks (2017) describes are failed, 
recognized, participatory, and transformative. Transformative citizenship is characterized as one 
where people take actions, even those that violate the laws of the country in order to create a 
more just society. Transformative citizenship is inherently critical and challenges power 
dynamics within the society. In both PP and CME, the idealized form of citizenship is thought to 
be one that takes critical action to transform society. 
The attention to everyday life and culture as pedagogical aligns well with how Nieto and 
Bode (2018) describe multicultural education as pervasive. When defining culture, Nieto and 
Bode say, “Culture consists of the values, traditions, worldview, and social and political 
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relationships created, shared, and transformed, by a group of people bound together by a 
common history, geographical location, language, social class, religion, or other shared identity.” 
(p 137). Since culture is omnipresent and consists of worldviews and traditions, it can be 
described as pervasive. Anything that has an impact on those world views and traditions is 
considered educative. Thus, public pedagogy on everyday life and culture is pervasive 
multicultural education. 
Dominant cultural discourses have less of a one-to-one comparison with multicultural 
education than other aspects of public pedagogies. However, there remains some overlap. The 
interest in policy as a tool for education within public pedagogy is similar to the goal of 
multicultural education to change policy related to education (Nieto & Bode, 2018; Banks 
2004a). Another similarity is how multicultural education has had to differentiate itself from 
appropriated neoliberal forms of multicultural education by calling itself critical multicultural 
education. This is similar to PP having to differentiating itself from anti-PP to separate the 
influence neoliberalism has on pedagogy. 
Public intellectualism and social activism align with Bank’s (2004a) fourth and highest 
level of curriculum reform that emphasizes a social action approach to education. The fourth 
level is described by Banks as one wherein students act on important social issues in order to 
resolve them. The difference between the two is that Banks considers the one that ignites activist 
energies into a student to be the classroom while public pedagogy considers anyone to be a 
student and the public intellectual can be anyone who is an expert in their field. In this way, 
public intellectuals and social activism is a broadening of Banks’ final level of curriculum 
reform. 
Differences between Critical Multicultural Education and Public Pedagogy 
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Despite the tremendous overlap between the two fields, PP does have important 
distinctions from CME. This emphasis on public spaces as educative in themselves, and on 
informal institutions where education can take place, as opposed to a tool for formal institutional 
education, is a key contrast between public pedagogy and multicultural education. Numerous 
definitions for CME by leading scholars in the field include schools as a necessary component; 
the main objective of multicultural education for these scholars is school reform (Banks, 2004a; 
Nieto & Bode, 2018; Sleeter & Grant, 1987). This difference is the reason PP and CME 
complement one another.  
Another difference between PP and CME is how PP is more focused on individual action 
while CME tends to emphasize system wide reform. Multicultural education is often described as 
a set of educational goals and field of research about strategies for going about creating changes 
related to education in schools (Banks, 2004a; Nieto & Bode, 2018). PP lacks a framework for 
understanding what systemic reform could look like because it operates in many different 
systems and at times in no system. Additionally, despite a commitment to expanding and 
protecting public spaces and concerns, PP lacks measurable outcomes. Since CME uses 
measurable outcomes when advocating for reform, PP could adopt these outcomes.  
The Intersection of Critical Multicultural Education and Public Pedagogy 
There has been little research about the intersection of CME and PP. Looking through a 
CME lens, Cox (2000) analyzed HIV prevention education not as a medical issue, but as a social 
one rooted in power dynamics. In their literature review they identified how educational 
institutions have treated HIV education from the perspective of White and heterosexual folks. A 
program was developed to occur outside of educational institutions because of the greater 
freedom for programming choices. They used surveys to collect data about the effectiveness of 
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increasing multicultural competence. They found that teachers and students who participated 
increased their understanding of how social power dynamics produced who received an equitable 
HIV prevention education.  
 In a different case, Pohan and Mathison (2007) argue for the effectiveness of television to 
educate about racial issues. In their qualitative study, they had preservice teachers journal 
throughout watching television designed for young children and how it relates to education. They 
found that most teachers had not considered the role of television in educating children. In 
addition, the teacher’s knowledge about race, class, and gender issues influenced the aspects of 
the television they identified as educative. This revealed that there is a clear lack of 
understanding of how education, specifically multicultural education, occurs outside of 
educational institutions and how perceptions of what is educative is influenced by identity.  
 Shavard (2016) conducted a study that explicitly sought to understand how CME and PP 
can intersect and benefit one another. Shavard conducted ten in-depth interviews with educators 
responsible for creating the educational programs for museums, libraries, and cultural centers. 
These spaces of public pedagogy were visited prior to the interviews to garner a depth of 
understanding of the programs’ educational context. Shavard found that multicultural educators 
in public spaces often attempt to reduce prejudice, build community, create inter-group dialogue, 
and elevate the stories of marginalized locals. These align with the goals of multicultural 
education described by Nieto and Bode (2018).  
A New Framework: Critical Multicultural Public Pedagogy   
Building on the Shavard’s (2016) work to understand how CME and PP could benefit one 
another, I propose critical multicultural public pedagogy as a new framework for understanding 
and enacting pedagogy. My definitions for critical multicultural public pedagogy (CMPP) 
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utilizes Nieto and Bode’s (2018) seven basic characteristics of multicultural education. Savage’s 
(2014) description of publics is used to specify the type of public CMPP is engaging. The form 
of educative engagement CMPP uses will be of the public or in the interest in publicness (Biesta, 
2014). When engaging a public with an education that is of the public or in the interest in 
publicness, CMPP is engaging in that public space through being one or more of the seven 
characteristics of multicultural education. The pedagogy should be intentional, relational, and 
ethical. However, intention does not have to be the primary purpose and there can be learning 
that occurs or even contradicts the intentions of the pedagogue (Gaztambide-Fernandez & 
Matute, 2014). The relationship between the two or more people can also occur through indirect 
interactions. Figure 2.1 below depicts the relationship between critical multicultural education 
and public pedagogy when merged to form critical multicultural public pedagogy. In summary, 
critical multicultural public pedagogy is an often intentional, relational, and ethical pedagogy 
that engages in political, popular, or concrete publics with people of the public or in the interest 
of publicness that is engaging with one or more of the seven characteristics of multicultural 





















Critical Multicultural Public Pedagogy 
 
 




The tremendous amount of convergence in the educative goals of CME and PP makes 
them ideal to pair with one another. A notable similarity between the two fields is the emphasis 
on civic engagement. Through combining PP with CME, CME can now be more civically 
engaged as a field. CME will have a capacity to have a greater impact on learning since it will be 
expanded from a reform movement on schools to one on the greater society through public 
pedagogy. A potential reason CME has failed to take root in schools is that theory in the field has 
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outpaced practice (Sleeter, 2018). Public pedagogy addresses this by emphasizing activism and 
action in public space (Sandlin et al., 2011). 
In addition to improvements to CME through the application of PP, PP is too 
strengthened through their fusion. Since PP emphasizes action, the strategies used in action are 
of importance to consider. However, largely due to the recent codification process the field is 
going through (Sandlin et al., 2011; Burdick et al., 2014), public pedagogy research has done 
little to describe an educational approach that challenges power dynamics. The use of equity 
pedagogies within multicultural education may complement public pedagogy since they have 
many of the same goals. (Banks & Banks, 1995). One of the practices that is often described as 
common in CME is “culturally relevant pedagogy” (Ladson-Billings, 1995). Culturally relevant 
pedagogy uses funds of knowledge to engage students (Moll et al., 1992). Funds of knowledge 
are the experiences and information students have acquired throughout their lives. There has 
been a move to rename culturally relevant pedagogy to “culturally sustaining pedagogy” (Paris, 
2012). Culturally sustaining pedagogy emphasizes the use of pedagogy that does not push a 
student towards assimilation in the dominant culture. This change ensures not only that students 
funds of knowledge are being used, but that they are used in a manner that ensures the dominant 
culture does not erase their home culture in the learning process. These strategies can assist 
public pedagogues in being more effective educators. 
 Critical multicultural public pedagogy also has the potential to increase access to 
knowledge. Multicultural education is very interested in whose knowledge qualifies as 
knowledge (Nieto & Bode, 2018). As traditional canons are challenged, more knowledge 
becomes accessible to more people as students are taught to understand how knowledge is 
constructed and influenced by power. Additionally, public pedagogy challenges the traditional 
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notion that a person needs to go to an institution in order to engage in education or be an 
educator. For example, Wikipedia, the free online encyclopedia, is run mostly by volunteer 
contributors (Wallace & Fleet 2005). These contributors make information more accessible 
through engaging in a digital form of public pedagogy. With CMPP, people engaging in the 
construction and dissemination of knowledge have the strategies to do so in a manner that 
challenges how institutions are used to gatekeep certain forms of knowledge.  
Gaps in Critical Multicultural Public Pedagogy Research 
 While there is some research that appears to implicitly use components of CME and PP, 
the only one to emerge from this literature review that explicitly used both frameworks were 
Shavad’s (2016) article. As a result, there is very little known about how CME could be applied 
to PP. In addition, since Shavad’s research focused on public institutions like museums, cultural 
centers, and libraries, there is even less known about the intersection of CME and PP outside of 
public institutions. Further research is needed to show how these frameworks can be applied to 
pedagogy being used in public spaces that are not maintained by the state. This is particularly 
important because a person seeking to engage in public pedagogy within those institutions would 
have to have the backing of the state to engage in that public pedagogy. Research on PP outside 
of state control is necessary because it may be more accessible to engage in than PP inside of 
state control.  
 Since CMPP is a very unexplored field of research, this study began the process of 
identifying what CMPP might look like. This was done through specifically looking at the 
subfields of CME and PP, critical pedagogy and popular culture as a tool for pedagogy. In 
addition to determining how these forms of pedagogy overlap, this study did also identify a small 
number of minor ways other subfields of CME and PP overlap.  
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Summary and Transition 
 This chapter was a literature review of critical multicultural education and public 
pedagogy to present gaps in the literature and create a rationale for the research purpose and 
question. This chapter specifically presented a gap of research on queer issues, how queer folx 
have used critical digital pedagogy, how popular culture can be used as a pedagogical tool 
outside of educational institutions, and how CME, specifically critical pedagogy, can be applied 
outside of educational institutions. Chapter 3 will describe the methodology used to fill gaps in 






Chapter 1 reviewed the purpose of this study and the rationale for that purpose. Chapter 2 
reviewed the literature that revealed the gaps in the literature this study addressed. This chapter 
will present the methodology employed to understand how, if at all, a video essayist can 
incorporate popular culture to engage in critical pedagogy about queer issues into their video 
essays. After restating the purpose of the study and the research question, this chapter begins 
with my positionality and theoretical framework. Then the approach to the study explains why a 
qualitative case study was selected as the methodology for this study. The participants criterion 
and recruitment methods are then explained. This is followed by the data collection and analysis 
process being explained and justified.  
Restatement of Purpose 
The purpose of this qualitative case study was to analyze how a video essayist can 
incorporate popular culture as a tool for engaging in critical pedagogy about queer issues in their 
video essays. Knowing if these intersecting aspects of pedagogy can be applied to video essays 
will allow other pedagogues to adopt similar pedagogy for the purpose of reaching wider 
audiences. Understanding how popular culture can be used for pedagogy in public space will 
result in more public pedagogues being able to utilize popular culture as an educational tool. 
Specifically, pedagogues that educate about queer issues will have another strategy for engaging 
the public through a medium and topic that is much less likely to be encountered in public 
schools. 
Restatement of Research Question 
 The research question for this study was, “How can, if at all, a video essayist incorporate 
popular culture to engage in critical pedagogy about queer issues into their video essays?” This 
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question was chosen in order to collect data that reveals how pedagogy in public space can 
utilize educational strategies. Since this is a relatively unexplored area of educational research, a 
qualitative case study was adopted because of the emphasis on this being exploratory research. 
Researcher Role and Positionality 
 I was the sole researcher responsible for accomplishing all tasks related to this study. 
This included reviewing the literature, developing the research question, collecting the data, 
interpreting the data, and writing the results. I was also responsible for all contact with the 
participant. This included initiating contact, creating and collecting consent forms, conducting 
the interview, and answering any questions the participant had.  
My positionality has influenced my selection of this topic and how I went about 
maintaining rigor. As a gay man, YouTube was and is an important space for me. I did not know 
I was gay until I was seventeen and did not come out of the closet until I was twenty. I attribute 
my late realization of my sexuality to the lack of gay representation in my life. I did not know 
such folx existed. Once I became self-aware, YouTube became my only place for positive 
representation and to answer questions. I would scavenge the website for the It Gets Better genre 
of videos and repeatedly consume all the ones I could find. 
My experiences with YouTube influenced how I went about conducting this study. I 
sought out a participant that I knew often covers queer-related issues in their video essays. This 
could result in biased interpretation of the data, especially because of the emotional impact these 
topics have had on me in the past. As a result, I engaged in bracketing prior to research (Tufford 
& Newman, 2012). Bracketing is a useful practice for when engaging in material that is 
emotionally charged for the researcher. Bracketing is a process that grew out of 
phenomenological methodology that involves acknowledging how a researcher’s experience 
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with a topic being researched can influence how they engage with the study. For this study, prior 
to beginning research, I journaled my past experiences with queer content and video essays. 
Those were used to identify where I may have stronger biases for the purpose of being self-aware 
of them throughout the research process. These journals were reviewed each day that data was 
being collected and analyzed. This created a self-awareness of what biases I had as I collected 
and analyzed the data.   
Theoretical Framework 
Critical theory was the theoretical framework for this study. As stated in chapter 2, 
critically theory emerged as a field of study that emphasizes the role of power in analysis. While 
there are various strategies for applying a critical theory lens, the strategy adopted for this study 
centered identity as the method through which power is utilized (Baum, 2015). Through this 
lens, identities are considered paramount for understanding how power is utilized. This was the 
theoretical framework decided upon because the literature review revealed who tells stories, how 
stories are told, how many stories get told, and when stories get told were all relevant to a 
person’s identity and how their access to the power to tell stories is shaped by that identity.   
Given that this study sought to understand how a video essayist can incorporate popular 
culture as a tool for critical pedagogy, critical theory was necessary for revealing if the data 
shows power dynamics being challenged by the video essayist. Critical theory in education is 
particularly interested in power shaping how knowledge is created and disseminated (Foucault, 
1995). This can be seen in how power and knowledge are mediated through YouTube. For 
example, in 2017 YouTube’s restricted mode, often enabled on technology for youth and on 
public computers, began to filter out access to queer content (Kat Blaque, 2019). In addition, 
videos with the words lesbian, gay, bisexual, or transgender in their title were not allowed to 
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collect advertiser revenue due to being deemed not suitable for advertisers. This shows an 
analysis of power through identity was necessary to understanding how education functions on 
the platform and through video essays that can be economically shaped by those power 
dynamics.  
Critical theory was applied to the data collection and analysis by seeking out instances 
where in the data power was used in explanation of relationships between people or events. For 
example, if a video essayist were to say that the 2015 Stonewall movie whitewashes the history 
of the Stonewall Uprising, a code would be created that notes power is being shaped by race, 
sexuality, and gender identity. Other instances of race, sexuality, and gender identity would be 
noted and grouped together. For example, if the same video essayist also noticed the director that 
made the decision was a cisgender gay white man, that would be placed in the same group as the 
previous coded data. These would then be merged to create large themes that show how power is 
shaped by people’s identities and in turn shapes the telling of stories. 
Counter-Storytelling 
Counter-storytelling is an analytics tool used by critical race theorists, a specific sect of 
critical theory that centers power dynamics for understanding issues pertaining to race 
(Solórzano & Yosso, 2002). Counter-storytelling emerged from critical legal studies and critical 
race theory. There were early tensions in the legal field over the rigor of counter-storytelling 
(Farber & Sherry, 1993). Delgado (1993) responded to this criticism by stating that a reason the 
critique was unwarranted was that this was a new tool that needed time to develop. Over time, 
the tool did develop and began to be used in other fields, such as education (Ladson-Billings, 
1998, 2013).  
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Solórzano and Yosso define counter-storytelling as, “… a method of telling the stories of 
those people whose experiences are not often told (i.e., those on the margins of society).” (p. 32, 
2002). Counter-storytelling can give a reader an unseen context for understanding how inequality 
can manifest in policy, practice, and experiences of people (Ladson-Billings, 2006). Counter-
stories are also used to challenge assumptions held and created by dominant groups (Delgado, 
1989). This is accomplished through listening to voices that have historically been silenced. 
The three forms of counter-stories are personal stories, other people’s stories, or 
composite stories (Hunn, Guy, & Mangliitz, 2006). Personal stories are autobiographical stories 
told within a sociopolitical context. Other people’s stories are those that are biographical of 
people other than the author. Composite stories are a collection of stories and often combine 
personal stories and other people’s stories.  
Counter-storytelling was the selected theoretical framework because the literature review 
revealed stories to be central to how popular culture and critical digital pedagogy are used. The 
framework for counter-storytelling identified by Solórzano and Yosso (2002) was the one 
applied to this study because it was specifically designed for education and is among the most 
cited in the counter-storytelling literature. They describe counter-storytelling as serving four 
functions. These are, a) building community among historically marginalized folx by putting a 
human face to educational theory and practice, b) challenging established belief systems 
developed by dominant members of society by creating a context to understand and transform 
those systems, c) open new windows into the experiences of historically marginalized folx by 
showing possibilities beyond the reality they live in and demonstrate that they are not alone in 
that reality, and d) teach others through using elements of the story and the current reality that a 
better world can be constructed.  
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Counter-storytelling was applied to data analysis and collection in a manner less 
frequently applied. While counter-storytelling is a tool developed by scholars of color to tell the 
stories of people of color, this study is utilizing the tool for queer counter-stories. Additionally, 
despite most counter-storytelling methods seeking to tell a counter-story, this research used the 
four criteria for counter-storytelling to determine if the video essayist was telling a counter-story. 
Through knowing if the video essayist was using counter-story, particularly a counter-story 
about or with popular culture, I was able to determine if the video essayist was engaging in 
critical pedagogy. This was accomplished by identifying and placing coded data into one of the 
four functions described by Solórzano and Yosso (2002). Once a video essay or parts of a video 
essay are identified as a counter-story, critical theory was applied to further analyze the counter-
story itself. This was done by seeking out data that shows whose counter-story is told, how was 
the story told, etc. The application of critical theory was used on the counter-story itself to 
consider the role race and other identities had in the telling of the queer counter-story.  
Important to note is the distinction between counter-storytelling and stories that counter 
dominant stories. When “counter-storytelling” is used in the data description and analysis, the 
phrase specifically refers to the concept described by Solórzano and Yosso (2002). This is 
important to note because counter-storytelling is often misunderstood or misused by researchers 
(Delgado, 1993; Ladson-Billings, 2013). Since the application of critical theory to data analysis 
may reveal stories that counter dominant narratives, there is a chance that could be 
misinterpreted as me describing a counter-story. To prevent this from happening, I did not use 
any variation of the phrase counter-storytelling to refer to the concept.  
Approach to the Study 
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 Qualitative methods were selected for this study because they are best suited to answer 
the research question. The primary distinction between qualitative and quantitative data is that 
qualitative data tends to be more descriptive while quantitative data focuses on statistical 
significance of data (Creswell & Poth, 2018). The descriptive nature of qualitative research is 
necessary to analyze the application of pedagogy. Quantitative research may be particularly 
impactful for future research that attempts to determine the application of popular culture as a 
tool for pedagogy on the learner.  
 Specifically, case study was selected as the qualitative methodology for this research 
question because of its usefulness in exploratory research and the ability to give an in-depth 
description (Yin, 2018). Since popular culture has rarely been researched in the context of 
critical pedagogy, exploratory research was necessary to understand how the pedagogy 
challenges or teaches about power relations. Yin states, “Case studies also are relevant the more 
your questions require an extensive and “in-depth” description of some social phenomenon.” (p. 
4, 2018). The ability of the case study to provide a description of popular culture as a tool for 
pedagogy gave the study the ability to present a thick description of the phenomenon (Kharel, 
2015). The thick description assists in achieving the purpose of best depicting an image of the 
new pedagogical approach proposed. This will aid future researchers in selecting units of study 
about critical multicultural public pedagogy. For example, thickly describing critical pedagogy 
and popular culture as a tool for pedagogy helps future research begin to understand how people 
engaged in these strategies come to make their pedagogical choices or the impact of these 
choices on learning outcomes by focusing their research on the learner.  
Since this research is focused on pedagogy, the type of case study implemented was 
determined by which would best provide an in-depth description of the act of pedagogy. This 
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case study was a single case study with embedded, multiple units of analysis (Yin, 2018). Within 
case study methodology, a case is the larger bounded system under study while the units of 
analysis are the specific aspects of that system being used to answer the research questions. In 
this case study the case was one video essayist. The multiple units of analysis were three video 
essays created by the same video essayist and an interview with the video essayist.  
Similar to how different multicultural educators and public pedagogues can look quite 
different in their teaching, so too can video essayists look quite different in their approaches. To 
have multiple cases would mean including multiple video essayists. This would likely result in a 
less in-depth description of each of their pedagogies. Multiple units of analysis were determined 
to be necessary to have multiple examples of the pedagogy from the same pedagogue. Video 
essays tend to range in time from twenty to forty minutes. Three videos were the number chosen 
to reduce the scope of the study to a manageable level. The criteria for selecting the three videos 
were that they discuss queer issues. Data saturation was also considered when selecting the 
number of videos. Data saturation is the point at which no new codes or themes emerge from the 
analyzed data. An assumption of this proposed study was that data saturation would occur within 
three videos. Data saturation did occur, and no potential themes were emerging by the end of the 
analysis of the third video or the interview.   
 Two types of qualitative methods that were considered over the case study were 
ethnography/netnography and phenomenology. The ability of ethnography to describe and 
interpret a culture-sharing group could have potentially described video essayists as a group are 
engaged in critical pedagogy and use popular culture as a tool for pedagogy (Creswell & Poth, 
2018). However, this would result in the description occurring without clear prior research that 
shows what popular culture as a tool for critical pedagogy looks like when applied to video 
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essays. While this would be necessary for future research, an in-depth description was 
prioritized. Ethnography would be useful in future research to discern how video essayists come 
to utilize popular culture as a tool for critical pedagogy. Additionally, netnography, a specific 
form of online ethnography was considered for this study (Kozinets, 1997). Netnography is the 
ethnographic methodology for online communities which are often different in interactions from 
traditional geographical communities that make traditional ethnographic research difficult. In 
addition to the same reason ethnography was not selected, netnography was not chosen because 
of the recent emergence of this methodological tool. Due to netnography being relatively new, it 
is continuing to evolve as a methodology (Kozinets, et al., 2018). Since public pedagogy is a 
relatively new concept itself, case study was selected to give this study a stronger foundation to 
this new topic.  
 Phenomenology was considered for this study because of the ability to describe an 
experience (Creswell & Poth, 2018). This would have changed the study to focus on the 
experiencing of popular culture as a tool for critical pedagogy instead of the pedagogy itself. 
This would result in a greater emphasis on the learner over the pedagogue. This was decided 
against because the review of public pedagogy research revealed that most of the literature 
focuses on the pedagogue (Sandlin, et al., 2010). With little research on the impact of public 
pedagogy on the learner, focusing on the pedagogue gives this study a more robust literature 
review for methodological purposes.  
Research Design 
 The research design reviews the setting, participants, data collection, validity and 
reliability, and data analysis. The setting was YouTube. Criteria and methods for participant 
recruitment were described. Data collection was done through visual and audio data transcription 
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and interviews. Methods for addressing validity and reliability was described. Content analysis 
was used for the data analysis through a critical theory and counter-storytelling lens.  
Setting 
 The setting for this study was YouTube. There are two rationale for the selection of this 
setting. First, YouTube is one of the most used websites in the world. Since this research is 
interested in public pedagogy, YouTube was selected because it has the capability of reaching a 
tremendous amount of the public. The most popular video essays about queer issues reach 
millions of people each. Secondly, YouTube was selected because the platform perfectly 
captures the relationship between power and education when education occurs outside of 
educational institutions. While educational institutions are largely influenced by the state, and 
everything that influences the state, education outside of those institutions is largely influenced 
by neoliberalism (Sandlin et al., 2011). This provides a site that depicts how public pedagogy can 
occur in anti-public pedagogy spaces (Robbins & Lacy, 2014). 
Participants  
The participant for this study was a video essayist. The criterion for participation was 
being a self-identifying video essayist who educates about queer issues. Similar to a researcher 
being not likely to observe a first-year teacher to know what a master practitioner of 
multicultural education looks like; this study includes experience creating video essays as a 
criterion for recruitment. The video essayist must have created at the minimum twelve video 
essays. At least three of the videos must cover queer issues. Since most video essayists tend to 
post videos every month or two, this is about a year to two years’ worth of experience. While this 
may not appear significant, since the genre is relatively new, video essayists meeting this 
criterion would be considered ones with a moderate amount of experience.  
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An additional priority for recruitment was being video essayists who reach a larger 
audience. The priority for video essayists with larger platforms is because that reach has given 
them more opportunity for feedback from audiences, the learners, and thus more opportunity to 
grow as a pedagogue. This results in the participant being more likely to be more experienced 
with popular culture as a tool for critical pedagogy than video essayists with much smaller 
channels. Although the size of the channel is not fully predictive of their ability to engage in this 
pedagogy, it may increase that ability due to the feedback they receive from audiences. This is 
essentially the difference between a teacher teaching one class of thirty kids over five years to a 
teacher teaching six classes of thirty kids over five years. The teacher teaching six classes is 
likely to have more varied experience.  
Video essayists were selected because of their ability to educate large amounts of the 
public and engage in counter-storytelling. Since the essay is often personal (Womack, 1993), 
storytelling is often found within video essays. The collection of video essays by Innuendo 
Studios reviews the tropes of women in violent film (2018). He then provides an analysis of Mad 
Max: Fury Road that argues how this movie is one that centers many women in a violent film 
without engaging in those tropes. Although video essays do not all feature stories, a great deal of 
them challenge dominant narratives by using stories to make an argument. 
Participant recruitment occurred by using convenience sampling. Convenience sampling 
is when participants are recruited based on their accessibility (Creswell & Poth, 2018). The 
recruitment process began with formally contacting the video essayists whose videos most 
closely align with the criterion. Since there is not a large population of video essayists that meet 
the required criterion, the first video essayist to consent to participate was the participant. The 
contact was made through an email found on the video essayist’s social media accounts. After 
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initial interest was shown, they were emailed the consent form to be reviewed, signed, and 
scanned back to me. Upon receiving the consent form, the video essayist was notified of when 
they could expect to be contacted for a date for an interview at a time most convenient to them.  
Due to the variety of methods used in video essays to engage audiences, a pre-search was 
deemed necessary to determine what literature needed to be reviewed. The purpose of the pre-
search was described to the video essayist as informally asking the video essayists if they would 
be interested in a future study about video essays as a form of multicultural public education. I 
contacted two video essayists to ask if they would be interested in participating in an interview 
about this topic at a future date when a more formal request would be sent. The first video 
essayist did not respond. The second video essayist said they would be interested in participating. 
This video essayist clearly used a great deal of popular culture in their video essays and knowing 
that allowed me to conduct the literature review accordingly.  
Data Collection 
This study used an interview, the audio of videos, and the visuals of the videos as data. 
Visual and audio data were selected to be collected because they are the component parts of a 
video essay. The interview was conducted to understand the intent of the pedagogue.  
The interview data was kept on a password protected laptop that does not have access to 
the internet and kept in a locked room. I was the only person who has access to the laptop and 
the only person to know the password. Video chatting was used to conduct and record the 
interviews. The digital face to digital face helps establish a relationship and builds trust with the 
interviewee (Potter, 2018).  
 The interview was semi-structured and in-depth. A semi-structured interview is one in 
which a list of topics and questions are prepared to initiate conversations (Brown, 2019). The 
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questions are open ended and designed to initiate conversations about the desired topics that are 
probed further by the interviewer asking follow-up questions. These questions were developed 
after the initial coding of the audio and visuals data. There was a necessity to code the visual and 
audio data first because those were used to create codes and potential themes. The interview was 
then used to coded and merged with pre-determined themes and develop new ones.   
The in-depth interview is one that is typically over a longer period of time than a 
traditional interview and seeks to understand a single phenomenon deeply (Gubrium et al., 
2012). The in-depth interview was conducted through three phases of questioning. The first 
phase is used to build a relationship and included icebreaker questions. This included basic 
questions about how the video essayist decided to begin making video essays. The second phase 
was used to ease the interviewee into the topic. These included questions generally related to 
education and video essays. The third phase asked the most specific questions designed to 
understand the phenomenon under study. These questions focused on the three specific videos 
being studied.  
The first data collected was the audio. The audio of the video was transcribed. 
Transcription is the process of turning audio or visual data into written words for analysis. Audio 
refers to what is said during the playing of the video. The video audio was transcribed and then 
compared to the captions provided by the video essayist. Any difference between the two 
resulted in the transcription being replaced by the video essayist’s captions because the caption is 
done by the video essayist and is likely to be more representative of what was said. In addition, 
words found in the transcription that are not found to be in the caption were kept under the 
assumption that they represent sounds that may have lost meaning in captioning.  
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Transcribing the visuals was done after an initial coding and theme development of the 
transcribed audio. Transcription of a moving visual is describing the initial scene and then 
describing any movement or camera changes that take place. Transcribing the visual data was 
done any time a visual change occurred that did not include basic movements by the video 
essayist. To ensure this intersection of meaning was coded, the timeframes where themes are 
found in the audio was used to determine what visual data would be transcribed (Lemke, 2002). 
This is necessary to do because the coding of the visual assisted with a recoding of the audio 
data. This recoding revealed meaning at the intersection of the audio and visual data. The reason 
all the visuals are not being transcribed is because the data is less robust when it is not at the 
intersection of the audio and visual data (Lemke, 2002). Since video essays are largely an 
auditory collection of data, the visuals function as a supplement to create or reinforce meaning.  
Data collection occurred over a four-month period and began upon obtaining consent 
from the participant. The first three months were used to collect and do preliminary coding on 
the visual and audio data. Questions were then created, and the interview was done at the 
beginning of the fourth month. Additional coding was done with all three sets of data and no new 
themes were emerging at this point in the data analysis. A follow up interview was thus not 
deemed necessary.  
Validity and Reliability 
To ensure the study maintained rigor, steps were taken to maintain construct validity and 
reliability. As a qualitative exploratory and descriptive study, internal and external validity are 
not applicable to this study (Yin, 2018). Construct validity was maintained through 
operationalizing the terms in this study and having multiple sources of data (Gibbert et al, 2008; 
Yin, 2018). Operationalizing the terms was done in chapter 2 and pulled from a wide body of 
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research on critical pedagogy and popular culture as a tool for educating from leaders in the 
fields. The three data sources used were interviews and the audio and visuals from the videos. 
These data sources ensured a triangulation of data. Triangulation of data is when multiple 
sources of data are used to ensure no one source is an outlier. Reliability was maintained through 
describing the procedures followed to collect and analyze the data. Participant member checking 
was considered to increase reliability of the data but due to the scheduled steps of data collection 
and analysis taking longer than initially anticipated, member checking was not possible.   
Data Analysis 
Content analysis was used to code and analyze the visual and audio of the video. 
Krippendorff (2019) describes content analysis as, “…a research technique for making replicable 
and valid inferences from texts (or other meaningful matter) to the context of their use” (p. 24). 
Krippendorff’s broad definition of text includes images and video. Content analysis was selected 
because as a research tool it assumes that the context of the text is important for the 
interpretation of the text. This aligns with Lemke’s (2002) idea of hypermodality where the 
visuals are important to understanding the auditory data and vice versa. This is also the reason 
for transcribing the visuals after an initial analysis and coding of the audio.  
 Content analysis began with creating initial codes. A code is, “…most often a word or 
short phrase that symbolically assigns a summative, salient, essence-capturing, and/or evocative 
attribute for a portion of language-based or visual data.” (Saldaña, p. 4, 2016). Coding occurred 
once the data had been transcribed. Using critical theory as the lens for data analysis, the codes 
developed were used to identify data that relates to the research question. Specifically, Nieto and 
Bode’s (2018) and Sandlin et al. (2011) definitions of multicultural education and public 
pedagogy were used to create the initial codes (Gupta et al., 2018). Based on these definitions 
 
71 
and the research question, three initial codes were developed. These were “Popular Culture,” 
“Critical Pedagogy,” and “Queer Issues.” Each code was given a color and that color was used to 
highlight lines of data that related to that code. Upon initial application of these three codes, I 
determined four additional codes needed to be developed because some lines of data 
simultaneously aligned with the three codes. These new codes were labeled, “Popular Culture + 
Critical Pedagogy,” “Popular Culture + Queer Issues,” “Critical Pedagogy + Queer Issues,” and 
“Popular Culture + Critical Pedagogy + Queer Issues.” These codes were also given a color and 
used to highlight data that aligned with each code. Each highlighted section was then given a 
short summation in the form of a comment in a Word document. Codes were used to conduct 
inductive analysis since it is the most appropriate for content analysis (Pennington, 2017). 
Inductive analysis is the process of taking surface level meaning of the data and creating 
categories for that data for deeper level analysis. In this content analysis coding, the codes 
represented surface level features of the text or the deeper levels of connotative meaning that are 
often emphasized by the contrast of the visual to the audio. A code in the form of a comment in a 
Word document was initially planned to be conducted sentence by sentence. However, given the 
casual presentation in the video essay, many lines were not related to any of the three pre-
developed codes. This resulted in comments only be used in the lines of data that were 
highlighted. This was repeated for all three types of data. 
 Theme development occurred after all the data has been gathered and coded. Creating 
themes is the process of identifying recurring codes within the data (Saldaña, 2016). These can 
be the same reoccurring code, or it may be related codes that merge to form the theme. The 
theoretical frameworks were used in theme development by seeking out themes that describe or 
explain the role of power by identifying reoccurring codes and related codes that were merged. 
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This study used Saldaña’s (2016) method of theme generation. This involved a middle step 
where categories are developed between the code and the theme. This is a particularly useful 
strategy when working with data that can cover a large variety of topics. Since each video 
covered different aspects of queer issues and have different styles, a theme generating method 
that accounts for a diversity of data was deemed best for this study.  
Ethical Considerations 
Since video essayist are often minor public figures, there are a few ethical considerations 
unique to this study. The first issue results from the necessary thick description in the findings 
(Kharel, 2015). The thick description would likely make the video essayist identifiable. Some 
researchers argue that social media posts that do not require passwords do not need informed 
consent (Esomar, n.d; Wilkinson & Thelwall, 2011). Since this research is using interviews, 
informed consent did stress that anonymity cannot be guaranteed due to the publicness of the 
video essayist and the description of the videos in the findings.  
Summary 
 Chapter 1 reviewed the purpose and rationale for this study. Chapter 2 reviewed the 
literature that showed the need for this study. This chapter reviewed the methodology for a study 
to determine how, if at all, popular culture can be used as a tool for critical pedagogy. A single 
case study with multiple units of analysis was chosen as methodology. The theoretical 
framework was critical theory, specially counter-storytelling. Lastly, the collection and analysis 
process for the data was described by explaining how coding and theme development was 




 Chapter 1 was a summary of this dissertation. Chapter 2 was a review of the relevant 
literature. Chapter 3 was an explanation of the research design and methodology. This chapter 
will present the findings of carrying out that research design. The four themes that emerged were 
access, queerness as an asset perspective, the power of stories, and counter-storytelling based on 
the criteria by Solórzano and Yosso (2002). The findings are presented with descriptions of 
visuals and quotes from the three selected videos and quotes from an interview with the video 
essayist.  
Restatement of Purpose 
The purpose of this qualitative case study was to analyze how a video essayist can 
incorporate popular culture as a tool for engaging in critical pedagogy about queer issues in their 
video essays. Knowing if these intersecting aspects of pedagogy can be applied to video essays 
will allow other pedagogues to adopt similar pedagogy for the purpose of reaching wider 
audiences. Understanding how popular culture can be used for pedagogy in public space will 
result in more public pedagogues being able to utilize popular culture as an educational tool. 
Specifically, pedagogues that educate about queer issues will have another strategy for engaging 
the public through a medium and topic that is much less likely to be encountered in public 
schools. 
Restatement of Research Question 
 The research question for this study was, “How can, if at all, a video essayist incorporate 
popular culture to engage in critical pedagogy about queer issues into their video essays?” This 
question was chosen in order to collect data that reveals how pedagogy in public space can 
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utilize educational strategies. Since this is a relatively unexplored area of educational research, a 
qualitative case study was adopted because of the emphasis on this being exploratory research. 
Videos and Interview  
 The purpose of these findings was to identify themes found within the three videos 
analyzed and the interview conducted that answer the research question. Four themes emerged 
from the data analysis. While the evidence for each theme is either presented or described below, 
the medium of writing is limiting for a somewhat visual medium. Qualitative findings and 
themes are often presented as a narrative that tells a story (Drisko, 2005). However, in a mostly 
visual and auditory medium like video essays, there is concern that meaning can be lost in the 
transition to a written medium. In addition, this description of the themes requires telling a story 
about a video essayist using stories, i.e., popular culture, to tell a story, i.e., an issue queer folx 
face. Figure 4.1 depicts this complex and interwoven relationships between stories in relation to 
the findings. In essence, these findings are an analysis of the video essays that are themselves a 
meta-analysis of popular culture. Due to the complex nature of these findings, the limitations of 
the written word, and in the interest of publicly available data, readers are encouraged to view 
the video essays prior to reading the themes. The videos can be found at:  
• WHAT IS (AND ISN'T) QUEERBAITING? 
https://www.youtube.com/watch?v=x8amFT1g1-o&t=71s 
• Double Standards and Diverse Media https://www.youtube.com/watch?v=__ctRfI7cuM 
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Each of the video essays address an issue related to queer folx. In the WHAT IS (AND 
ISN'T) QUEERBAITING? video, the video essayist explains the concept of queerbaiting and 
reviews the history of how it came to exist in film and television. Queerbaiting is when 
audiences are given subtle clues that a character may be queer or that they may be interested in a 
same gender relationship without ever confirming this in the text. In the Double Standards and 
Diverse Media video, the video essayist makes the case that diverse creators who create works 
that feature diverse casts often face disproportional criticisms from people in online, left-leaning 
communities. She uses examples of creators who have faced disproportional criticism and shows 
how the criticism they often face is similar to stereotypes about that creator’s marginalized 
identity and how this can be tied to implicit biases. In the Gay Fanfiction video, the essayist 
explains how gay fanfiction became a popular practice for many queer people. She makes the 
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case that gay fanfiction is much more complex than the negative label it is often associated with. 
This is accomplished by explaining why some authors would be drawn to writing gay fanfiction.  
Theme 1: Access  
 There are two sources of information when deciding to initially click a video to watch: 
the thumbnail and the title. While scouring YouTube, a person may come across a video titled 
WHAT IS (AND ISN'T) QUEERBAITING? The thumbnail shows five characters from two 
television shows and a movie. The video essayist explained in an interview,  
When I was making the thumbnail for it, I tried to include a lot of characters who were 
discussed in the context of queerbaiting before so people who were familiar with it would 
recognize the characters and say, “Oh, Dumbledore from Harry Potter. Is this 
queerbaiting? I already have an opinion on this and I’m going to click and watch this 
video so I can see what they think.” As well as kind of popular characters that people 
might already be familiar with even if they don’t know about queerbaiting, which can 
interest them to keep watching. 
Unlike most educational institutions where learning is compulsory or coerced, a public 
pedagogue must reconceptualize what access means to gain access to the learning. The learner 
must choose to opt into the experience. For the public pedagogue, particularly video essayists, 
access and engagement are two sides of the same coin. The thumbnail for the two other videos 
also features multiple characters from popular culture, such as Kermit from The Muppets, Snape 
from Harry Potter, and Sapphire and Ruby from Steven Universe. This use of popular culture to 
engage an audience has been shown to be an effective method to cause a learner to be engaged in 
the learning (Hannah & Wilkinson, 2016; Nickoli et al., 2003).  
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Should the thumbnail and title for the queerbaiting video draw in a viewer, they are first 
met with a black screen with text that warns the viewer that this video will be using the word 
“queer” and they should proceed with caution if that word troubles the viewer. This is one of 
several ways the digital space is formatted to create greater access. In addition, the video has 
several settings that can be adjusted according to the needs of the viewer. Subtitles are available 
in English in all three videos and one video is available in Portuguese and another in French. All 
the videos can be played at different speeds, ranging from a quarter of the normal speed to 
double the speed. A viewer can also lower the quality of the video should their device or internet 
connection need a lower setting to play. This assists in alleviating the issue of low-speed internet 
connection (Gunkel, 2003). The video can be paused and then continued at the times that are 
most convenient for the viewer.  
 Using popular culture as evidence to support an argument functions as a form of 
scaffolding in the videos. The video essayist explained in the interview, “I think partly using 
media, as I said, as a framing device can get people interested in the first place because it might 
address a new argument to them in a way that’s kind of familiar…” By beginning with what the 
viewer knows, she can build on the prior knowledge of the viewer. This is further seen in her 
video Gay Fanfiction, in which she states,  
Have you ever seen a really bad series finale, or read a book that you were super enjoying 
up until the ending? And it’s like… you devoted so much energy to this work; you cared 
about what happened to the characters, and then they just… completely ruined it? 
This is then used as a diving board to discuss what motivates people to write gay fanfiction. She 
uses the ending of Game of Thrones as an example. At the time of the video posting, this was an 
ending that had been a dominant topic for discussions of popular culture among people. This 
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functions similar to culturally relevant pedagogy using funds of knowledge as the beginning 
point of a person’s learning (Ladson-Billings, 1995; Moll et al., 1992). 
As the queerbaiting video plays, the viewer is met with a host of characters from popular 
culture. The video essayist explains the history of queerbaiting and provides examples. When 
discussing how queer identity had to be implicit in early media she states,  
Although the Hays Code was replaced by the currently existing film rating system in 
1968, this trend continued long afterwards. For example, Ursula, from The Little 
Mermaid, is actually based off the famous drag queen Divine. Or Him, a villain from the 
Power Puff Girls, is shown frequently crossdressing. As well as Bugs Bunny in old 
sixties cartoons. 
As each of these popular culture figures are mentioned, an image of them appears on the screen 
that shows the characters in feminine poses or crossdressing. The image of Divine is placed next 
to Ursula so that the viewer can see for themselves the resemblance between the two. This style 
of presentation continues when giving examples of queerbaiting. As she explains what 
queerbaiting looks like in the television show Riverdale, she shows the clip of two female 
characters kissing featured in the advertising despite the characters not being interested in one 
another romantically in the story. Later in the video when she is addressing counterarguments, 
she uses two pairs of characters from two shows to explain why some relationships are accused 
of queerbaiting and others are not.  
The use of popular culture to create access to the learning can help viewers understand 
how issues are tied to larger issues in society. The video essayist explained,  
Well, I think using pieces of media can be used as kind of shorthand for larger issues 
because they are very very recognizable to people. Um, if I say something like, “authors 
 
79 
employing authorial intent to determine that they should be the only ones to get to 
interpret their work.” That’s a very nebulous sentence that could mean a variety of things. 
If I say, “JK Rowling tweeting about, you know, wizards not having plumbing in 
Hogwarts” People know what that means. They are familiar with it. And so it’s very 
recognizable to people and I think that allows me to explain the concepts I’m trying to get 
at in an accessible way. 
An example of this in the gay fanfiction video is when she explains that if straight people wish to 
watch straight romance, there is an abundance to choose from. She jokingly notes that if you do 
not like A Walk to Remember, there are many other books by Nicholas Sparks about a pretty 
White girl and guy getting together. She then goes on the explain how the selection of media 
about queer folx is sparse. In addition to the smaller selection, she identifies how the quality of 
the selection is rather low. In the double standards video, she reviews how certain media often 
faces harsher criticisms. She explains how television shows created by queer creators that feature 
queer characters are often criticized much more heavily than shows that do not feature queer 
characters or feature those characters poorly. She specifically cites how the creator of Steven 
Universe, who is bisexual and non-binary, often faces criticism that the creator is lying about 
being a part of the queer community to deflect from criticism. The video essayist notes that this 
criticism reflects stereotypes about bisexual and non-binary folx as making up or lying about 
their identity.  
 Access to the learning is simultaneously considered for queer and non-queer folx. For the 
non-queer viewer who may not understand the importance of gay fanfiction to gay communities, 
they are first met with a comedic skit in which the video essayist is seen typing on her computer. 
As she types, a voiceover reads fanfiction as if it is being typed by the video essayist. The 
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voiceover indicates this a fanfiction between Kermit from The Muppets, and Snape from Harry 
Potter. Despite the awkwardness of the writing, her face becomes emotional and clearly shows 
that she perceives the writing as high quality. The skit then ends with the voiceover, “Snape 
nodded sagely, wiping the grease off his brow, and murmured those fateful words that would 
lock the two into an eternal bond: I’m a top.” This intentionally cringy skit is an olive branch to 
the non-queer viewer who may already view gay fanfiction as cringy writing due to that being 
one of the dominant narratives about fanfiction, particularly gay fanfiction. At the same time, 
this statement uses the phrase, “I’m a top,” which is language often not understood by non-queer 
folx but is understood by queer folx. The use of insider group language functions as a method of 
communicating to queer audiences that despite basing the comedy on the perceived cringiness of 
gay fanfiction, she has some degree of insider community knowledge. 
Access itself is also a topic of the video essays. For example, in the video about gay 
fanfiction the video essayist explains why someone may write fanfiction, “For one, it takes a lot 
less time and money to write fanfiction, especially given how many writers are teenagers. Also, 
anyone can publish fanfiction online, while the process of getting a professional publisher is 
pretty challenging.” She identifies how gay fanfiction is a form of critical digital distribution 
(Mirra et al., 2018). She elaborates that writers will turn to fanfiction because there are a great 
deal fewer restrictions on who can write fanfiction. In the video about double standards, she 
argues that diverse creators are more likely to feel accessible by an audience and this can result 
in that audience feeling they can more easily criticize that creator. She explains that this is 
partially due to the fact that diverse creators tend to not be as famous and have more time to 
respond to fans on social media. This interaction can develop a parasocial relationship where the 
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fan feels more comfortable criticizing the creator because of the perceived relationship with that 
creator.  
Access to and within the video essay is also mediated through the larger system of 
YouTube. The video essayist explained in an interview that YouTube demonetized her video 
about gay fanfiction when it was published. Demonetization mean she did not receive 
advertisement revenue money for the video. She added,  
And YouTube says that when they monetize videos, it doesn’t affect the view count but 
in my experience, and the experience of every creator who I’ve talked to about it, that is 
almost certainly not true. If you view the videos that are demonetized, they received 
significantly fewer views and tend to be recommended to people much less by the 
algorithm and that did happen with that video. 
As of 2/15/2021, the queerbaiting video has 707k views, the double standards video has 907k 
views, while the gay fanfiction video has 429k views. The gay fanfiction is also the most recent 
of those three videos. More recent videos on channels tend to have more views as creators tend 
to build their audiences as time goes on. However, the opposite has happened with that video. In 
addition, YouTube’s methods of monetization also impact the captions. For fear that the captions 
are being used to determine monetization, she noted how she will censor words when uploading 
captions that she believes could result in demonetization. She explains how these practices help 
shape what can and is published on YouTube, especially since these practices are tied to a 
creator’s economic wellbeing.  
Theme 2: Queerness as an Asset Perspective  
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 Queerness throughout the videos is presented as a lens through being equipped can reveal 
to the viewer a perspective not previously considered. For instance, in the video about 
queerbaiting the video essayist states,  
For example, Supernatural has one of its main characters, Dean, regularly making 
references that are designed to sail over some people’s heads. For example, making 
reference to The Purgatory in Miami, which is a gay bar. Or talking about wanting to 
open up a charming B&B in Vermont, which was the only state to legalized same sex 
marriage at the time. If you are part of that select group that are predisposed to noticing 
aspects of gay culture when they are brought up, it might seem glaringly obviously that 
the creators are hinting at [a romantic relationship] while still always being able to fall 
back on “no homo, bro” for mainstream audiences. 
Being queer provides queer folx with prior knowledge that allows them to interpret a piece of 
popular culture in a manner that is often inaccessible to non-queer audiences. The queer lens 
opens media up to more interpretations. In addition, many non-queer viewers can then 
understand why some shows are accused of queerbaiting while others are not. In the queerbaiting 
video, the video essayists provided examples of a same gender friendship from the television 
show Brooklyn Nine-Nine that do not often have accusations of queerbaiting levied against them 
despite being a close friendship. She explained her intent in an interview,  
I also think that there’s often this idea that when queer people talk about queerbaiting that 
their being, like reading too much into it or that it’s, umm, it’s just like wishful thinking 
situation and so what I hope that, I hope that people recognize that when queer people are 
talking about a piece of media, that represents queer people in a harmful way, that people 
know what they’re talking about. 
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She hopes to explain and help non-queer folx understand the value in seeing popular culture 
through the lens of queer experience. Doing this can help expand a non-queer person’s 
perspective by providing another perspective of the story being analyzed (Adichie, 2009). This 
expands past the previous single story provided and now makes multiple interpretations open to 
the viewer of popular culture.  
 The video essayist will support her argument by showing how the queer lens helps make 
sense of events that are otherwise unexplained. For instance, in the queerbaiting video she 
explains how two female leads were shown kissing in the promotional material to attract a queer 
audience. She goes on to explain that this made the show feel like it would be progressive 
without having to be progressive. This allows the show’s creators to avoid any backlash from 
having a lesbian couple while still luring in queer audiences.  
The video essayist will often state the predominant perspective of the issue being 
discussed early in the video. In the video about gay fanfiction, the video essayist initially states, 
“…fanfiction in general definitely comes with this stereotypical image of being frivolous 
nonsense that’s only worthy of mockery…” She then invites the viewer who may hold this view 
to consider why the practice of writing gay fanfiction is so popular despite this common 
perception. The remainder of the video is explaining the perspective of queer folx and why they 
are so drawn to writing gay fanfiction. At the beginning of the queerbaiting video, she notes the 
following questions people may have about queerbaiting, “‘Is this queerbaiting?’ ‘Are fans just 
reading too much into it?’ ‘Is queerbaiting even a real thing at all?’” She goes on to explain the 
history of queerbaiting and why queer folx believe queerbaiting exists. In the conclusion she 
states, “In making this video, what I hope I’m doing is to elucidate why gay fanfiction is as 
popular as it is and to offer an explanation that goes beyond ‘lol epic cringe.’” This is her 
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returning to her statement of purpose at the beginning to convince the viewer that there are 
important factors that have made writing gay fanfiction so popular.  
 The video essayist presents the issue of the queer perspectives in popular culture analysis 
not being considered by non-queer folx to be tied to greater societal issues. In an interview she 
stated,  
Well, I think the interests of young women and especially of young queer women and 
queer people in general tend to be more likely to be ridiculed just on the bases of it 
existing. And I think that’s not exclusive to fanfiction but I think it is a way that issue 
manifests itself. And so there’s this inherit need to dismiss anything queer and anything 
young women like.” 
She is trying to address the issue of queer perspectives not being valued by using popular culture 
as a specific arena that occurs. She goes on to explain how she hopes to create more empathy in 
non-queer viewers. This is seen in the queerbaiting video where she explains, “You know, 
there’s something a bit insidious about making these relationships seem romantic on purpose, 
and then turning around and telling fans they’re silly or delusional for noticing it.” At this point, 
she is attempting to help the viewer understand how the queer perspective reveals the negative 
intentions of film and television creators so non-queer viewers can understand why queer 
viewers would be frustrated by queerbaiting.  
The use of a queer lens to analyze popular culture is not just limited to educating non-
queer folx. This is prominently seen in the video about double standards and diverse media. The 
video essayist identifies how diverse creators of media are often criticized more harshly by their 
own community. She notes, “We’re noticeably harsher on stories that feature LGBTQ characters 
or otherwise diverse casts. For example, the meticulously examining whether the same-gender 
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relationships on She-Ra are healthy representation…” She continues to note how she has known 
trans creators who will not use their experience to write stories for fear of being accused of 
promoting stereotypes about trans folx. For a more accessible example, she identified how the 
author of I Am Not Your Perfect Mexican Daughter, Erika Sanchez, was accused of promoting 
stereotypes about depression and the experience of being a Latina girl despite pulling inspiration 
from her personal experiences with both topics.  
 In another instance of educating queer folx through a queer lens, in the queerbaiting 
video she uses a queer perspective of media to analyze and determine what is not queerbaiting. 
She notes that a lack of clarity about what queerbaiting looks like can cause shows to be falsely 
accused of queerbaiting. These false accusations can result in discussions about queerbaiting to 
be more difficult to have. She provides the example, “Similarly, critics of Korra point out that 
the two female leads were only allowed to become a couple in the final episode and unlike their 
different gendered predecessors Aang and Katara, they did not kiss.” She then goes on to explain 
how the showrunners had attempted to push the boundaries on what could be shown on kids’ 
television but were being censored. The video essayist also notes while this is a problem, the 
roots of this problem differ from the roots of queerbaiting and thus the solutions may be 
different. She explains this is the reason having a concrete definition of terms when discussing 
social phenomenon in popular culture like queerbaiting is important.  
Theme 3: The Power of Stories 
 The relationship between power and the telling of stories is clearly displayed throughout 
the video essays. The video essayist shows how which folx have the opportunity to tell stories is 
bound up in power relations and this is seen in all three videos. In the queerbaiting video she 
explains how the Hays Code in Hollywood banned depictions of same sex relationships until 
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1968. This is then tied to how we tell stories about queer people today. An example in the double 
standards video is when she explains, “I think there’s also something to be said about the way 
outrage and callout culture can be disproportionately weaponized against people who are already 
marginalized in a way that just doesn’t happen to more powerful individuals.” This is in the 
context of explaining why some creators are more heavily criticized for the stories they tell. In 
the gay fanfiction video, she explains how there is a discrepancy between what is and is not 
labeled fanfiction. She specifically cites how Neil Gaiman self-identifies some of his work as 
fanfiction, but he is not widely considered a fanfiction writer because of his identity and 
widespread popularity. Through identifying who has power and how it influences the ability to 
tell stories, she is engaging in critical digital pedagogy (Lazarus, 2019). 
 The video essayist uses the stories told through popular culture to show how 
representation is often tied to who has power. In the queerbaiting video, the video essayist 
explains why a queer audience would fall for the manipulative queerbaiting tactic, “And in terms 
of hooking in an LGBT audience, well, unfortunately, some people are so starved for 
representation that they’ll watch anything that even vaguely hints at the possibility of such a 
relationship.” She goes on to explain that creators know this and exploit the desire for 
representation by hinting at queer relationships without ever explicitly depicting those 
relationships. In the video about gay fanfiction, the video essayist argues that gay fanfiction is 
popular, in part, since there are so few stories told about queer folx in popular culture. This 
results in queer folx needing to create their own representation despite the lack of resources.  
 The relationships of power influencing who has the opportunity to tell stories are shown 
to change over time. For example, in the queerbaiting video she explains how the Hays Coded 
evolved to where we are today due to economic forces, “Now that showrunners have to actually 
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consciously consider the fact that gay people exist and have feelings *cough* and are a viable 
consumer base who can give them their money, it’s starting to represent a cultural shift.” This is 
an emphasis on understanding the sociopolitical context of popular culture (Nieto & Bode, 
2018). She continues to note how the power dynamics are continuing to change when she 
explains near the end of the video, “But with the advent of shows like Brooklyn Nine-Nine and 
films like Love, Simon, gullible young fans won’t need to turn on shitty queerbaiting YA shows 
to see any representation of themselves.” She notes how changes occur but also reminds viewers 
that positive representation has to be supported to have the opportunity to be created.  
Identity is also shown to shape who has the opportunity to create representation. The gay 
fanfiction video notes how the practice of creating gay fanfiction partially originates in the few 
requirements to publish a work of fanfiction. The video essayist explains, “For one, it takes a lot 
less time and money to write fanfiction, especially given how many writers are teenagers.” This 
emphasis on access to resources, particularly money, is seen in the double standards video when 
she notes how wealthy creators will feel less accessible to the average person. This results in 
wealthy creators facing fewer criticisms and harassment than smaller creators who may feel the 
need to interact with their audience to maintain that audience to ensure they can afford to 
continue to create. This can result in fewer diverse works being created.  
One specific way identity influences who can create representation in popular culture is 
through the criticism of diverse creators. This is widely seen in the double standards video where 
the video essayist explains how harsher criticism of diverse creators can discourage those 
creators from making works that feature diversity. The video essayist notes,  
At the same time, though, when diverse works get exponentially more criticism and 
vitriol directed towards them, this can become a contributor to the harassment of 
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marginalized creators, and a culture where these mostly indie creators are terrified to put 
their work out there for fear that they’ll fuck up in some small way and be crucified in a 
way that would never happen to Chadley Millionaire McWhiteDude. 
The video essayist notes how this could be the result of implicit biases in the viewers. She 
explains, “And when we’re all subject to subconscious biases in some sense, it’s very possible 
that the callouts we’re more likely to pick up on and share are the callouts that reaffirm those 
biases.” She continues to explain how the type of person who is more likely to have critiques of 
the presentation of diverse peoples in popular culture is also the type of person who may wish to 
seek out that type of media in the first place. This results in even greater criticism of media that 
features diverse stories.  
The intersections of identity are also shown to shape the power to tell stories. In the gay 
fanfiction video, the video essayist identifies that the vast majority of popular relationship 
pairings between popular culture figures in fanfiction are between two white men and all the 
others feature interracial relationships that have only one person of color. She explains how this 
is partially due to lack of representation in popular culture but also is a problem within the 
fanfiction community. She provides the example,  
Like, Hux from Star Wars, who gets barely any screen time and virtually no emotional 
development and his actor literally said he was playing him as a one-dimensional fascist, 
gets written about more than main character Finn. Like, Finn and Poe Dameron are right 
there and have a close bond that could be easily interpreted as romantic, and yet way 
more people wrote about the flat piece of cardboard that vaguely resembles a nazi. 
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She then suggests that this may be a result of a bias within the fanfiction community and 
encourages the viewer to consider why some figures in popular culture, particularly white men, 
are considered more usable to create fanfiction.  
Despite the telling of stories being controlled by people with power, the video essayist 
also shows how there is still power in how queer folx react to their lack of representation. In the 
gay fanfiction video, the video essayist explains how gay fanfiction partially originates in the 
lack of representation in popular culture. Due to the low barrier to creating and consuming 
fanfiction, writers are able to pull from popular culture that does not have queer representation 
and create representation for themselves. This is like the point Thomas and Stornaiuolo (2016) 
make about the power found in restorying. In this video she explains how this not only creates 
representation where there was none, but also improves on the quality of the original work 
because of poorly written romances between straight characters while straight same sex 
characters have strong emotional bonds that go ignored romantically. She explains,  
So, oftentimes, even if they’re not written as expressly romantic, these characters can 
have more genuine bonds and development with one another than in a lot of heterosexual 
romances, where writers sometimes don’t bother to really develop a relationship because 
it’s presumed from the start. So, for example, look at Bucky Barnes and Steve Rogers 
from the Marvel movies. Whether one sees that dynamic as romantic or not, it’s certainly 
one that’s undergone a lot of development and emotional work, arguably more so than 
the development between Steve and Peggy. 
In addition, she notes how fanfiction writing can be a form of exploring one’s own identity, 
especially since fanfiction writers tend to skew young. She explains that because viewers often 
identify with popular culture figures, there is often a desire to make those character’s stories 
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reflect the experience of the fanfiction writer. This is why many gay fanfiction stories often 
feature coming out narratives. This functions as a method of exploring what this could be like for 
the writer or reader.  
 While queer folx may find ways to exert power in response to marginalization, the video 
essayist does not shy away from stories having the ability to cause harm. For example, in the 
queerbaiting video, the video essayist identifies that some popular culture figures may not be 
queerbaiting but are still harmful representation. She specifically cites how Kirt from Glee is the 
stereotype of a gay person who chases after a straight character in the first season of the show. 
This is similar to the findings by Sandlin et al. (2011) that repeated depictions of a group of 
people in media can result in stereotyping. This harmful side to telling stories is more complexly 
shown in the double standards video. There she argues that while diverse creators are often held 
to a higher standard and receive disproportionally more criticism, there is a need to be able to 
criticize creators for content they create that is problematic. Pulling from her own experience, the 
video essayist states,  
When my Bad Media Criticism video came out, some people didn’t like the fact that I 
spend a decent chunk of time talking about Lily Orchard’s Steven Universe video instead 
of focusing on another creator. Even though my criticisms of her arguments had nothing 
to do with the fact that she’s transgender, many people were still saying that it wasn’t fair 
that on a large scale, Lily had to deal with more criticism than her counterparts. I honestly 
hadn’t that about it that way before and after hearing multiple conflicting opinions from 
people I respect, I’m still not sure what to think. 
Here she explains how conversations about popular culture are complex, particularly when it 
comes to who is criticized for their content. She goes on to state how fully ignoring problematic 
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content made by diverse creators is somewhat condescending while also acknowledging biases 
clearly influence the disproportional criticism diverse creators receive.  
Theme 4: Counter-Storytelling 
 While another research design may better reveal how community building manifests in 
people’s interactions with a video essay, there was some indication of community building. In 
the beginning of the queerbaiting video, she explains how the video was inspired by discussions 
that occurred as a result of a previous video. Near the beginning of the gay fanfiction video, she 
identifies that she had a previous video about fanfiction but since it was Pride Month, she wanted 
to explore the topic deeper from that perspective. The skit at the beginning of the video also 
functions as a community builder since a viewer needs to understand the gay fanfiction 
community to make sense of the comedy. In an interview, she elaborated on how these 
communities form,  
… I think that the kind of life people who engage in that media bring to it is its own 
cultural phenomenon in and of itself. So for example, you have fan communities and 
forums dedicated to discussing certain shows and events that have just as much of a life 
as the media itself.  
Here she seems to indicate there can be just as much attention to the community itself around 
popular culture as there is to the popular culture itself. Her video essays then tap into those 
communities that have already formed and create new community.  
 Building community is most seen in the double standards video. The video essayist 
explains at the beginning, “In case you hadn’t already figured it out, this video is made for a 
specific audience and is talking about a specific problem in one particular community.” She goes 
on to identity that the audience for the video are politically left leaning people who more harshly 
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criticize diverse media than non-diverse media. The video is then focused on providing possible 
interpretations as to why diverse media is more likely to be criticized. In an interview, she 
elaborated on the impact she wanted to have, 
This is often how our communities respond to media made by members of our own 
groups… I hope that [the video] is educational and entertaining and also kind of provides 
broader perspectives into how we respond to each other as a community. 
Here she is trying to not only build community, but also strengthen an already existing 
community.  
 Throughout the videos, there are multiple examples of dominant beliefs being challenged. 
In the queerbaiting video, the video essayist explains how queerbaiting can be difficult for non-
queer people to identify. At the same time, she explains to a viewer who may believe 
queerbaiting does not exist that queerbaiting is designed for them to believe that. She continues 
to explain how queerbaiting uses strategies that ensure non-queer viewers do not notice the hints 
of a character being queer. She then cites her evidence to the viewer, “For one, shows like Scrubs 
and Brooklyn Nine-Nine don’t give us these wink-wink, nudge-nudge, hints that these friendships 
might turn romantic.” She then goes on to give specific examples of shows and scenes from 
those shows that do hint at romantic relationships. She explained in an interview what she 
wished to accomplish by doing so,  
I prefer to use [television shows] as framing devices to talk about larger issues. So for 
example, with my queerbaiting video, I didn’t want it to be about any one particular 




Providing these concrete examples of what queerbaiting looks like in popular culture challenges 
notions that accusations of queerbaiting are simply a viewer reading too much into a character.  
 The same strategy of identifying where a viewer may be in their beliefs and then taking 
them through examples to a new perspective is widely used in the gay fanfiction video. In 
addition to the skit acknowledging the view that gay fanfiction is cringy, she outright states near 
the beginning, “I know it’s easy to see people pairing like, Harry Potter and Draco Malfoy 
together, and to have your initial reaction be, “wow, cringe.” But I would urge people to hold off 
on that judgement at first, at least before taking into consideration why this practice is as popular 
as it is.” Instead of telling a viewer that their beliefs about gay fanfiction are wrong, which could 
cause them to stand firmer in their beliefs, she simply invites the viewer to pause those beliefs as 
they consider another viewpoint. As the video goes on, she provides alternative interpretations 
that show the positivity in creating and consuming gay fanfiction. She states near the end of the 
video,  
It’s a nice alternative to the common problem of super forced romances between men and 
women, it’s a good way to easily and safely create representation, and a lot of these 
works do queerbait, which makes the prospect of these relationships seem like a real 
option for a lot of fans. In making this video, what I hope I’m doing is to elucidate why 
gay fanfiction is as popular as it is and to offer an explanation that goes beyond “lol epic 
cringe.” 
By ending the video in this manner, she summarizes all the viewer should have learned and then 
reminds the viewer of the original belief that was being challenged. This can remind a viewer of 
why that initial belief may be a perspective that lacks nuance. This challenges the assumptions 
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viewers have had about gay fanfiction while also providing an unseen context for understanding 
the queer issues (Delgado, 1989; Ladson-Billings, 2006). 
 The video essays also show new possibilities to the issues queer folx face. While 
describing why there is merit in the creation of fanfiction, the video essayist states,  
I mean, it’s easy to say, “this isn’t perfect and I want to see it changed,” but taking the 
time to exercise that creativity yourself, even if those changes aren’t technically canon, 
can definitely be inherently rewarding, especially when you do so in a community of 
like-minded people. 
Through the asset lens, writing gay fanfiction is improving on a creative work. This is 
emphasized more when she later explains how the figures from popular culture who are often 
paired romantically are ones who have poor romance arcs that are corrected in the fanfiction 
while also creating representation that did not previously exist in the origin work. She explained 
in an interview her goal for non-queer people by creating this video,  
And so I hope that by considering that this might be something people do for good 
reason, it might be something that has actual literary value to it, people might stop and 
start taking kind of taking these groups seriously in their other pursuits as well. 
While queerbaiting is an issue, there is also the wider societal issue of queer folx not being 
believed. This video is an attempt to address that wider societal issue without directly telling a 
viewer they don’t believe queer folx because they are queer.  
 Through using popular culture, the video essayist is able to open a more accessible 
window into the experiences of queer folx. For example, the video about queerbaiting 
emphasizes that queerbaiting is more difficult for non-queer folx to notice. In an interview, the 
video essayist explained, “So for example, with the queerbaiting question, a lot of people who 
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aren’t already familiar with queerbaiting firstly won’t recognize it because queerbaiting is 
designed to be visible to queer people.” First acknowledging how a non-queer viewer came to 
believe queerbaiting is not real was necessary to be able to explain to them why queerbaiting is a 
real issue. She further explained that she would use figures from popular culture that a viewer 
may be familiar with to keep them watching and hear the entirety of the argument.  
 Stories are at the center of this video essayist’s ability to communicate her ideas. Through 
the use of popular culture figures in the thumbnails of all the videos, a viewer is first reminded of 
a story they may be familiar with. The video essayist then uses the stories from popular culture to 
tell a new story about an issue impacting queer folx. For example, she ends the double standards 
video by stating, “But simply by being aware of when and where we direct things like a 
presumption of ill intent, we can at least start to unpack the issue of differing standards in media 
criticism.” Throughout the video, she cites multiple shows that are examples of this double 
standard. This is an example of her telling the stories of people at the margins of society 
(Solórzano & Yosso, 2002). By providing examples of individuals from historically 
marginalized groups that have received disproportionate criticism and explains how she 
struggled with the criticism she received for critiquing a trans creator on YouTube, the video 
essayist is telling a composite counter-story (Hunn, Guy, & Mangliitz, 2006).  
Summary and Transition 
 Chapter 1 was a summary of this dissertation. Chapter 2 was a review of the relevant 
literature. Chapter 3 was an explanation of the research design and methodology. This chapter 
presented the findings from implementing the research design. The evidence presented supports 
the four themes that emerged. These were access, queerness as an asset perspective, the power of 




Chapter 1 was an overview of this dissertation. Chapter 2 was a review of the relevant 
literature to this study. Chapter 3 was a review of the proposed methodology for this study. 
Chapter 4 was a presentation of the themes that emerged. Chapter 5 will be a description of the 
significance of these themes, an answer to the research question, and the implications of the 
findings. The answer to the research question was, popular culture was used to create and sustain 
access to the video essay where the viewer is shown how looking at stories through a queer lens 
reveals the power relations that shape the telling of stories and that can contribute to the issues 
queer people face. 
Restatement of Purpose 
The purpose of this qualitative case study was to analyze how a video essayist can 
incorporate popular culture as a tool for engaging in critical pedagogy about queer issues in their 
video essays. Knowing if these intersecting aspects of pedagogy can be applied to video essays 
will allow other pedagogues to adopt similar pedagogy for the purpose of reaching wider 
audiences. Understanding how popular culture can be used for pedagogy in public space will 
result in more public pedagogues being able to utilize popular culture as an educational tool. 
Specifically, pedagogues that educate about queer issues will have another strategy for engaging 
the public through a medium and topic that is much less likely to be encountered in public 
schools. 
Restatement of Research Question 
 The research question for this study was, “How can, if at all, a video essayist incorporate 
popular culture to engage in critical pedagogy about queer issues into their video essays?” This 
question was chosen in order to collect data that reveals how pedagogy in public space can 
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utilize educational strategies. Since this is a relatively unexplored area of educational research, a 
qualitative case study was adopted because of the emphasis on this being exploratory research. 
Analysis and Discussion 
 The significance of each theme for the purpose of answering the research question and 
the wider importance to the relevant literature are described below. The four themes from the 
findings, access, queerness as an asset perspective, the power of stories, and counter-storytelling 
are used to structure the analysis. While each theme is address individually, it should be noted 
that the themes work with one another. The themes that emerged in the findings that show how 
pedagogy is handled through the videos make other themes more effective as they relate to 
pedagogy. How the themes work with each other to answer the research question will be 
addressed in more detail in the later Answering the Research Question section.  
Access 
The access theme can be subdivided into the categories of access to technology and 
access to the content. Previous digital divide research was focused on obtaining technology and 
access to internet (Scheerder, et al., 2017). However, little of the research has considered how 
digital spaces themselves can be more accessible to people. YouTube demonstrates how a 
website can be both detrimental and helpful when serving people facing digital divide issues. 
The ability to change the quality settings for the video allows people with slow internet or lower 
quality technology to still access the video, though in a lower quality. The ability to increase the 
speed of the video does improve the quality of learning for some viewers (Pastore, 2010; Yang, 
2020). This allows viewers to select the viewing experience that is optimal for them despite the 
digital divide they may face or adapt to their preferred learning environment. In addition, the 
choice of the video essayist to include content warnings about the usage of the word “queer” 
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allows audiences to decide if they feel comfortable enough to hear the word used repeatedly in a 
reclaimed sense. Through all these means of customizing the viewing experience, this functions 
as a form of differentiated instruction (Thousand, et al., 2015).  
While YouTube does allow several settings to be changed to make videos more 
accessible, there are still systemic issues with access. For example, in July 2020, YouTube 
announced the end of community captions (Lyons, 2020). Community captions was a feature 
that allowed users that were not the creator of the video to submit captions for videos that would, 
in theory, be more accurate than the auto-captioning system available. In addition, individuals 
could submit captions in languages other than the one spoke in the video to increase 
accessibility. While the person who creates a video can still upload their own captions, these can 
be costly to pay for and as was noted in chapter 4, users are economically incentivized to censor 
certain words or avoid topics related to queer issues when uploading captions.  
Using a learner’s funds of knowledge has been shown to be an effective way of both 
engaging a learner and priming them for the new learning (Moll, et al., 1992). This dual function 
as both engagement and priming is how the popular culture functions within the video essays. 
The use of popular culture figures in the thumbnail is the hook that primes the learner and the 
continued use of popular culture figures to explain or address a queer issue is used to maintain 
engagement.   
The most interesting aspect of the access theme to emerge is how the popular culture 
functions as accessible evidence for arguments being made about queer issues. This is a 
particularly useful approach since the video essays are designed for a public audience. For 
example, in this dissertation I cite the 2017 GLSEN National School Climate Survey as evidence 
for my claim that educational institutions are failing queer youth (Kosciw, et al., 2018). While 
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the report itself is accessible to the public, the average person could have a plethora of reasons 
why they should not believe this evidence. An average and reasonable, yet skeptical, person 
could question if the information is biased because GLSEN is an organization that advocates for 
queer youth. I could respond that is not an actual critique of the methodology of the study but 
then the conversation would end there because the average person does not have the vast training 
needed to identify appropriate sampling methods or statistical analysis. Even if a person had the 
training necessary to understand the data, they could have reasonable doubt about if the data was 
faked. This person was not there to see the data collected and most research does not video 
record the data being collected and then provide that recording so people can be assured what the 
research claimed occurred, did in fact occur. There will always remain reasonable doubt because 
the information in the citation is not accessible to most people. 
 The inaccessibility of the average academic citation stands in steep contrast to the 
accessibility of popular culture used as evidence in these videos. For example, when the video 
essayist claims villains are often coded to be queer and shows the image of the drag queen 
Divine next to the villain Ursula, there is little to question about the evidence (See Figure 5.1 for 
the example). The viewer can see for themselves the resemblance between the two. There is no 
need to check complex statistical analysis. This attempt to provide evidence that is clear and 
accessible is best exemplified in her quote from the interview,  
Um, if I say something like, “authors employing authorial intent to determine that they 
should be the only ones to get to interpret their work.” That’s a very nebulous sentence 
that could mean a variety of things. If I say, “JK Rowling tweeting about, you know, 
wizards not having plumbing in Hogwarts” People know what that means. They are 
 
100 
familiar with it. And so it’s very recognizable to people and I think that allows me to 
explain the concepts I’m trying to get at in an accessible way. 
That accessibility allows to video essayist to create strong arguments for how a queer issue came 




Ursula and Divine 
 
Note. This image is the image shown in the video essay WHAT IS (AND ISN'T) 
QUEERBAITING? (Sarah Z, 2018).  It depicts the similarities between the character Ursula from 
The Little Mermaid and the drag queen Divine.  
 
 
Another reason popular culture being used as evidence is particularly useful for engaging 
the public is that it is more rigorous than the citations of traditional research. For instance, if a 
person is given the opportunity to watch the original Lion King to observe how the villain is 
queercoded or the opportunity to read an academic paper that is cited, the average person will 
likely choose Lion King. Through the lens of including engagement into the concept of access, 
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these video essays are quite rigorous because the evidence is engaging to verify. This increased 
rigor strengthens the arguments being made about queer issues.   
 A surprising contrast to the issue within CME as being perceived as for only historically 
marginalized students, the video essayist appears to use popular culture as a way of engaging 
both queer and non-queer people. This is best seen when she both makes fun of gay fanfiction 
with a skit about characters from popular culture, which may appeal to many non-queer people, 
while also using the insider language of the queer community. This invitation to both queer and 
non-queer people function as the hook of the essay. Once they are drawn in, the popular culture 
as accessible evidence is used to convince the non-queer viewer of the merits of gay fanfiction 
while also educating the queer viewer about the sociopolitical context of their experiences.  
Queerness as an Asset Perspective 
There are a variety of ways presenting queerness as an asset perspective utilizes popular 
culture and engages in critical pedagogy. A prominent method of using the asset perspective the 
video essayist implements is by explaining how the experiences of queer people give queer 
people a different, and perhaps contextually superior, ability to interpret popular culture. This is 
often done by showing the viewer how there are often references made in the television shows 
that are specifically designed to be noticeable to queer people. She explains how once these 
references are noticeable, a viewer can now have a different interpretation of the popular culture 
being discussed. This different interpretation is presented as a more complete understanding of 
how the television show and its characters can be interpreted. This is shown to only be possible 
through the lens queer experiences provide. This stands in steep contrast to multicultural 
education that often presents queer experience through a deficit lens and that queer youth need 
 
102 
saving (Jennings & Macgillivray, 2011). In this case it is the queer experience that is beneficial 
for understanding a phenomenon.  
In addition to providing a method of reinterpreting popular culture, the asset lens also 
explains previously unexplainable aspects of the stories. For example, the video essayist cites 
Dean from the television show Supernatural where he mentions wanting to start a B&B in 
Vermont. What makes this example up for interpretation is that the non-queer person could see 
this as comedic because of Dean’s rather masculine presentation throughout the show stands in 
contrast with the docile act of opening a B&B but the queer lens reveals how this could be a hint 
that he is gay. However, at times there are instances within popular culture that are less open to 
interpretation and more unexplainable without the queer lens. The video essayist cites as an 
example the kiss of two female characters in promotional material for a show in which the 
characters have no romantic interest in each other. In the context of the promotional material that 
is usually designed to help a viewer understand what the show may be about, the video essayist 
explains how this promotional material functions as queerbaiting and is best understood as such 
through understanding the queer experience.  
Using queer experiences as an asset to interpretating or understanding popular culture 
allows the video essayist to simultaneously address two queer issues. Throughout each of the 
video essays different issues queer people face are directly mentioned and connected to popular 
culture. For example, the video essayist identified how queer audiences might fall for 
queerbaiting because of the lack of representation of queer people in popular culture. At the same 
time, the video essayist is indirectly identifying how the experiences and voices of queer people 
are often ignored. The video essayist emphasized this in the interview when she stated that she 
 
103 
hopes her video addresses the larger issue in society that people believe queer people when they 
talk about issues relevant to queer people.  
The Power of Stories 
Throughout all three video essays the telling of stories is shown to always be tied to 
power relations. Quite often this is accomplished through citing examples in popular culture of 
systemic power relations. In two of the videos the Hays Code was identified as a systemic way 
queer people were discriminated against in television and film. The Hays Code required that 
queer characters be depicted negatively or not at all. The video essayist explained how this 
contributes to the queer issue today of queerbaiting because creators of films would hint at 
characters being queer through subtly, or at times not so subtly, depicting the character with 
traits audiences associated with queer people. She explained how this practice continued after the 
Hays Code was eliminated but evolved into the issue of queerbaiting and this systemic power 
still shapes how stories are told about queer folx.  
 One of the specific ways power is shown to be tied to the telling of stories is through the 
shaping of representations in both the fictional characters and the authors. As previously noted, 
the video essayist identifies how one reason gay fanfiction is popular and why some queer 
audiences would fall for the manipulation of queerbaiting is because of the low-quality or lack of 
queer representation in television and film. The double standards video particularly emphasizes 
how the telling of stories is tied to the identity of the author. Through showing how diverse 
works tend to receive harsher criticisms, the video essayist argues that diverse creators can be 
more hesitant to make those diverse works for fear of being unduly criticized. Her identification 
of the criticism of queer authors as being reflective of stereotypes of queer people shows how 
queer folx are not immune to contributing to an environment where fewer diverse works are 
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created. This is done while also acknowledging the myriad of system reasons queer folx may be 
more likely to criticize a work by a queer person that features queer characters. While 
acknowledging the role individuals have in creatin this environment, systemic issues remain at 
the forefront of the argument.  
 The deficit lens of needing their story told is not the only way queer people are depicted 
throughout the video essays. Particularly in the gay fanfiction video, the video essayist shows the 
agency of queer folx to create representation for themselves. This is quite similar to the 
restorying described by Thomas and Stornaiuolo (2016). The difference in this instance is that 
the video essayist is not attempting to restory herself but present to her audience why there is 
value in the practice of restorying by writing gay fanfiction. As she states at the end of that 
video, she hopes this results in viewers having more understanding of why the practice of writing 
gay fanfiction is popular as it is and value these creative works more.  
 The video essayist shows how the power relations identified within popular culture are 
not static. This is seen when she discusses how the Hays Code eventually ended or when she 
discusses how there are more positive representation of queer folx in popular culture than in the 
past. This is important to note because this fact shows that change is possible. A viewer could 
then conclude that since people in the past were able to create positive changes, they too may 
have the ability to positively impact the issues queer people face.  
Counter-Storytelling 
While there was substantial evidence of counter-storytelling and it was included as a 
theme, these videos are approximating a counter-story. One of the reasons the videos are being 
described as approximating counter-stories, as opposed to an outright claim they are, is the lack 
of evidence in regard to the first criteria, building community (Solórzano & Yosso, 2002). While 
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there was evidence of this, such as the explanation at the beginning of the queerbaiting video that 
the video was inspired by viewer discussions that occurred as a result of a previous video, there 
was not as much evidence within this criterion as the other criteria. A different study that focuses 
more on the communities that form around the video essayists on YouTube or other websites 
would be better suited to reveal if and how video essays form and support communities.  
 The videos essays challenge the belief systems developed by dominant members of 
society by creating a context for understanding the system (Solórzano & Yosso, 2002). The 
context for understanding is created by first using popular culture to draw in an audience to a 
topic they are familiar and comfortable with. Once drawn in, the video essayist will ask viewers 
to consider how a sociopolitical context has caused this belief to develop (Nieto & Bode, 2018). 
For example, in the queerbaiting video she explains how queerbaiting came into existence due to 
the Hays Code. That sociopolitical context is then reinforced by providing the accessible pieces 
of evidence from popular culture. This process is repeated for the multiple reasons a person may 
have to believe that queerbaiting is not a real issue queer people are responding to. This also 
occurs in the video about double standards. The video essayist explains how economic forces 
might cause more diverse creators to feel like a viewer can develop a parasocial relationship with 
the creator. This parasocial relationship is then used to explain why diverse creators are often 
criticized more harshly and why that is an issue that impacts queer people. 
 Throughout the videos new possibilities are shown to be possible for the issues queer 
people have. Specifically, an asset perspective is used to show how looking at the world through 
a queer lens can improve the popular culture created. This is shown in the gay fanfiction video 
where the video essayist notes how because there is an assumption that a man and woman will 
end up together, the romances are often poorly written. Gay fanfiction is shown to be an 
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opportunity to improve on the writing and fix romance stories. While this criterion was present, 
part of this criterion that states that the counter-story demonstrates that historically marginalized 
folx are not alone when facing issues was less present. There is an argument to be made that the 
act of discussing queer issues in the video essays could itself be demonstrating that queer people 
are not alone when dealing with their unique issues. However, this would be a more indirect than 
direct consequence of the videos. This is another reason why these video essays are 
approximating counter-storytelling. A different methodology may be more effective at 
determining the extent to which these video essays can engage, if at all, in demonstrating that 
historically marginalized folx are not alone.  
 The video essays do clearly teach others that a better world can be constructed using 
elements of the story and the current reality. As previously discussed, the video essayist uses the 
stories from popular culture to hook the audience into watching the video and maintain interests. 
This is the video essayist using elements of the story to engage the audience. Then the video 
essayist discusses the sociopolitical context of the queer issue being addressed. This is the video 
essayist using the current reality to explain how a queer issue came to exist. She then ends the 
video essay describing how this new knowledge can be used to create a better world. In the 
queerbaiting video, she notes how if we continue to support popular culture that does not 
queerbait and depicts queer folx, more of that type of media can be created. In the double 
standards video, she explains that once we have a better understanding of how diverse works and 
creators are held to higher standards, we can identify when we are engaging in that behavior.  
Answering the Research Question 
 This dissertation sought to answer the question, how can, if at all, a video essayist 
incorporate popular culture to engage in critical pedagogy about queer issues into their video 
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essays? The findings reveal that popular culture is used to create and sustain access to the video 
essay where the viewer is shown how looking at stories through a queer lens reveals the power 
relations that shape the telling of stories and that can contribute to the issues queer people face. 
Figure 5.2 visually depicts the relationships between the themes and the answer to the research 
question. These themes work collaboratively to engage in critical pedagogy. Through engaging 
in critical pedagogy, the video essayist is able to argue how the queer lens can be applied as an 
asset to analyzing media and how power relations shape the telling of stories. The video essay is 









Gaps in the Literature  
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 One of the gaps within the critical multicultural education (CME) is that queer youth are 
often depicted in a deficit lens (Jennings & Macgillivray, 2011). This dissertation helps fill this 
gap by presenting a method of teaching about the experiences of queer people and the issues they 
face that presents the queer experience as an asset. In addition, this research shows teaching 
about queer folx specifically outside of an educational institution. This helps address the gap 
within CME that has traditionally researched pedagogy within the context of educational 
institutions.  
  A gap within public pedagogy is that popular culture was usually researched as itself 
educative, as opposed to a tool for educating (Sandlin, et al., 2011). Most research about popular 
culture as a tool for pedagogy is in the context of an education institution (Duncan-Andrade, 
2004; Hannah & Wilkinson, 2016; Nickoli et al., 2003). This dissertation shows how popular 
culture can also be used as a tool for pedagogy outside of education institutions. Specifically, 
like the research on popular culture in educational institutions, this dissertation shows how 
popular culture can be used as an engagement tool outside of educational institutions.  
 This exploratory research also begins to fill the gap of literature that looks at how CME 
and PP can build on one another to create what I am coining as critical multicultural public 
pedagogy. This research specifically shows one method the popular culture of PP and the critical 
pedagogy of CME can be used in tandem with one another. Future research will need to 
determine the extent other core components of CME and PP can be useful when adopting both 
approaches simultaneously.  
Implications, Assumptions, and Limitations 
 This research can assist public pedagogues and educators in educational institutions alike. 
For the public pedagogues, popular culture has often been used as an engagement tool (Sandlin 
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& Milam, 2008). This research shows that popular culture may also be used as a tool for 
presenting an argument. Not only can popular culture be used to engage someone in an 
argument, but the popular culture can be used itself as the argument for why queer folx should be 
believed about their experiences.  
 This research also pushes educators in educational institutions to consider how their 
institution shapes their pedagogy. For example, this research showed how the institution of 
YouTube influences the type of educational content that is produced within it and who can 
access that content. However, educational institutions are often a given for the folx that educate 
within them. That given may result in many educators not considering how their concept of what 
counts as education or pedagogy is influenced by the educational institution.  
 The same implications that apply to educators in educational institutions also applies 
similarly to researchers in the field of education. If the goal of research is to address problems in 
society, researchers should consider how their concept of research is shaped by the educational 
institution. For example, I was speaking with a researcher who described their research to be 
relatively public because it was published in an online journal with no paywall. However, this 
raises questions about why the research was published in the written format. Why was it not 
published as a video? Why was it not published as street art? This appears to show that the 
educational institution restricts the imagination of what qualifies as publishing research. One 
reason counter-storytelling was selected as a part of my theoretical framework was because 
counter-storytelling is considered a tool specifically for academics in the contexts of academic 
publications. I wished to see if a person outside of academy could essentially engage in academic 
activity. Since this research showed that the video essayist approached counter-storytelling, this 
indicates academic labor can be done outside of academy.   
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 An implication applicable to folx working in any institution is to consider how the 
institution being worked within is shaping pedagogy. While considering how institutions shape 
pedagogy, folx may find it helpful to think of institutions as mediums. A canvas is often paired 
with a paintbrush to produce the desired outcome. A chisel could be used to paint on a canvas 
but that is not what that tool is used for. Likewise, the pedagogy selected should be decided with 
the medium, or institution, in mind. For example, as I demonstrated in the Personal Connections 
section, and will demonstrate in the Personal Implications section, educating about queer folx is 
highly restricted within education institutions. This is not to say that education about queer folx 
is impossible, a person can certainly choose to paint with a chisel. However, this research 
demonstrates that there may be better mediums, such as YouTube, that are better aligned with 
the goal of teaching about queer folx. Once the limitations of the institution are understood, 
policy recommendations can be made based on those limitations. For example, this research 
revealed how YouTube can disincentivize creators from making content about queer issues by 
demonetizing that content. The recommendation for the institution of YouTube would be to 
allow content that covers queer issues to be monetizable.  
A major limitation of this study is that it is confined to the pedagogue. As mentioned in 
chapter 2, there is little public pedagogy research that shows the degree to which a pedagogy is 
effective (Burdick et al., 2014). This is partially due to the assumption within much of public 
pedagogy that all experience is educative. Public pedagogy is particularly interested in how 
certain experiences can be educative while less is often researched about the degree to which an 
experience is educative. This study makes a similar assumption and thus has a similar limitation. 
The assumption of this study is that all experiences that involve a person are educative. As a 
result, this study does not account for the degree or effectiveness of the pedagogy described. 
 
111 
Instead, this study focused on how the component parts of popular culture, critical pedagogy, and 
queer issues function in relation to one another through identifying themes in the data.  
Personal Implications 
At the very early stages of this dissertation, I was given the idea to create my own video 
essays and use those as my units of analysis. I was hesitant to accept this idea because even 
though I had observed how video essays were a rapidly increasing popular style of video in the 
last three years, outside of assumptions and educated guesses, I had yet to grasp why they were 
popular. I lacked the theory to make sense of the pedagogy. I first needed to develop and 
understand theory so that I could engage in the sort of liberatory pedagogy I wanted. However, 
as bell hooks reminds us, “Theory is not inherently healing, liberatory, or revolutionary. It fulfills 
this function only when we ask that it do so and direct our theorizing towards this end.” (hooks, 
1991). While this research was simply exploratory, it fulfilled my personal goal of being apart of 
a theory and practice that inform one another because I explicitly sought out theory towards this 
end.    
While writing Chapter 4 and 5 of this dissertation, I released a video about how the 
mental health of queer youth was being addressed in my local school district (Public Pedagogy, 
2021). One of my primary goals by releasing this video was to reveal how despite claims of 
concern about student mental health by the school district, queer youth had been largely ignored. 
This experience of engaging in what I would describe as critical multicultural public pedagogy 
has strengthened my belief that critical multicultural education within education institutions must 
be supported by public pedagogy. As stated in chapter 2, critical multicultural education seeks to 
reform and/or transform education institutions but lacks a framework for engaging publicly 
(Nieto & Bode, 2018). The methods used are usually implemented from within the system which 
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can limit what reform/transformation or abolition can be accomplished. As I noted in the 
Personal Connections section of Chapter 1, I have experienced backlash and restrictions teaching 
about queer people in the education institution I work within. However, I had to cope with much 
fewer of the restrictions of working within an education institution when creating this video and 
that made the pedagogy far more effective than what I have been able to accomplish within the 
education institution. For instance, I had several people reach out to me to tell me how the video 
had positively impacted them. One parent told me how they were inspired to use their 
connections to have The Trevor Project added to a list of bullying resources for students. That 
resource is now on that list. In addition, I have been told The Trevor Project was sent as a 
resource to all school counselors, teachers in charge of gay-straight alliance clubs, and a list of 
administrators. This is no small feat in one of the largest school districts in the nation where 
movement on these issues tends to happen slowly. My video also heavily critiqued the school 
district superintendent and suggested that the district create an It Gets Better style video. 
Twenty-five days after the release of my video, the school district released a perversion of the It 
Gets Better style of video with politicians, the school board president, and the superintendent 
reminding students that they can reach out for help and that they are not alone. I believe this net 
positive video was the result of the criticisms in my video of the superintendent claiming to care 
about student mental health while failing to make something as simple as an It Gets Better video.  
While there were many benefits that came from my public pedagogy, the educational 
institution attempted to retaliate. I was investigated by the school district I work for and while 
there was no official discipline issued, I was told that I could not tell students that I am gay. 
While I began this research process curious about the effectiveness of public pedagogy, 
particularly in contrast to pedagogy within educational institutions, I am ending this process 
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more convinced than ever that educators must think outside the confines of the monopolistic 
educational institutions. Educators need to understand how they are limited by those institutions 
and what the possibilities are for educating outside of those institutions.  
One reason I believe the video was effective at creating change was because of the 
inspiration I pulled from the theme of access I had observed from my data analysis. My video 
cites ten publicly available sources to support the arguments I make about the district ignoring 
the mental health of queer youth. I had witnessed how popular culture was functioning as 
accessible and difficult to refute evidence in my access theme and used that knowledge to create 
an argument with evidence that was also accessible and difficult to refute. In the video I also 
used my experience with CME and its emphasis on systems to identify how an aspect of the 
school system is designed to incentivize school administrators to not address equity and diversity 
issues. Of the feedback I have received, the most common compliment was about the section of 
the video where I discuss equity and diversity issues which is also where most of the publicly 
available citations are used. Even a school district official who was involved in my investigation 
complimented me on the evidence provided in the video and that the arguments I made were 
strong. The merging of CME and PP is a needed step forward for both fields because they can 
complement one another. While this research was exploratory for a rather unexplored field of 
study, my experiences with implementing what I have learned shows me that this approach has 
much potential for social change and transformation.  
Future Research 
 Since this study is exploratory research, there is much that could be applied for future 
research. Future research could identify further methods CME can be educative about queer folx 
through an asset lens without relying on popular culture or using popular culture in a different 
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context. Public pedagogy researchers could use the way popular culture, critical pedagogy, and 
queer issues are identified to function in this research to conduct research on viewers of the 
videos to determine to what degree the pedagogy is effective. Using comments from the videos, 
interviews with viewers, and observations of communities formed in other websites about the 
video essays would make for particularly illuminating data. Lastly, additional research can be 
done to determine how other aspects of CME and PP can be usefully combined to further 
develop CMPP.  
Chapter Summary 
 Chapter 1 was an over of this dissertation. Chapter 2 was a review of the relevant 
literature to this study. Chapter 3 was a review of the proposed methodology for this study. 
Chapter 4 was a presentation of the themes that emerged. Chapter 5 was a description of the 
significance of these themes, an answer to the research question, and the implications of the 
findings. The answer found for the research question was popular culture was used to create and 
sustain access to the video essay where the viewer is shown how looking at stories through a 
queer lens reveals the power relations that shape the telling of stories and that can contribute to 
the issues queer people face. 
Dissertation Summary 
 This dissertation sought to answer the research question, how can, if at all, a video 
essayist incorporate popular culture to engage in critical pedagogy about queer issues into their 
video essays? This question was developed after a review of the critical multicultural education, 
specifically critical pedagogy, and public pedagogy, specifically popular culture, literature. An 
exploratory case study was determined to be the best methodology given this rather unexplored 
area of research. Analysis of the data revealed four themes: access, queerness as an asset 
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perspective, the power of stories, and counter-storytelling. These themes were used to create the 
answer to the research question: popular culture was used to create and sustain access to the 
video essay where the viewer is shown how looking at stories through a queer lens reveals the 
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